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Abstract 
The Australian Curriculum sets national standards aimed to improve learning outcomes for 
all young Australians.  The implementation of the Australian Curriculum, to be applied to all 
learning areas, commenced in January 2013.  Chosen for their significance in meeting the 
learning outcomes of the Australian Curriculum, three content areas are listed as cross-
curriculum priorities, and must be integrated into all learning areas.  The planned integration 
of the cross-curriculum priority: Aboriginal and Torres Strait Islander histories and cultures, 
from the perspective of final year secondary pre-service teachers at Avondale College of 
Higher Education, was the focus of this study.  The perception of relevance, the role of the 
school and students, and the influence of knowledge and skills learned during undergraduate 
studies in regard to planning was also explored.  The findings of the study show that the 
instruction on the content, and how to integrate it into their learning areas were perceived by 
pre-service teachers to have been largely overlooked in their undergraduate studies.  Further 
the Aboriginal and Torres Strait Islander student population, at the school, was perceived by 
pre-service teachers to be the key influence when planning to integrate the content.   An 
emphasis on Indigenous education and not Indigenous studies during their teacher education 
may provide a credible reason for this perception. 
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Chapter 1-Introduction 
This thesis forming part of my undergraduate honours degree describes a study in the 
qualitative paradigm that explored the perspectives of secondary pre-service teachers 
concerning the planned integration into their learning areas of one of the Australian 
Curriculum’s cross-curriculum priorities: Aboriginal and Torres Strait Islander histories and 
cultures.  The first part of this chapter describes at the study’s background and context 
including the overarching research question and sub questions that were fundamental to the 
inquiry.  Then the significance and scope of the study is outlined before the chapter concludes 
with an outline of the thesis structure. 
The inspiration for carrying out this research was my participation in a mandatory 
tertiary unit of study about multicultural content in 2012.  The content as well as self-
reflection during and after the unit of study challenged my tacit knowledge of Aboriginal and 
Torres Strait Islander history, and also altered the relevance that I attached to this content.  
Aboriginal and Torres Strait Islander histories and cultures content has been reflected in 
Australian school syllabuses for many years.  The newly developed Australian Curriculum 
which sets the national standards aimed to improve learning outcomes for all young 
Australians is being applied progressively to learning areas.  The Australian Curriculum has 
identified the integration of Aboriginal and Torres Strait Islander histories and cultures 
content into learning areas as a priority to meet its learning outcomes. (Australian Curriculum 
Assessment and Reporting Authority, 2013a).  With increased importance now placed on this 
content, it stirred my curiosity as to how pre-service teachers, including me, would integrate 
this content into their learning areas to meet the outcomes set by the Australian Curriculum, 
Assessment and Reporting Authority (Australian Curriculum Assessment and Reporting 
Authority, 2013a). 
12 
 
Initially I considered investigating the learned skills and knowledge that pre-service 
teachers had acquired during their tertiary education, and to evaluate how this knowledge and 
skills could be used to implement the cross-curriculum content, Aboriginal and Torres Strait 
Islander histories and cultures, into their pedagogy.  It became apparent that the scale of such 
an inquiry was too large for an undergraduate honours study.  After further consideration and 
being mindful of what was achievable given the research timeframe for this study, I realised 
that it was not the specific skills and content knowledge of pre-service teachers that I wanted 
to identify.  Precisely I wanted to explore their perspective about how they planned to 
integrate this cross-curriculum content into their major teaching area and their perception of 
the significance, if any, of the relevance that they attached to the content to enable 
integration.  The development of the overarching research question and related sub questions 
developed from examining how my interest in cross-curriculum content, specifically 
Aboriginal and Torres Strait Islander histories and cultures, was positioned in the existing 
education and social context. 
Research Questions  
 This study was guided by the following overarching research question and three sub-
questions: 
What are the perceptions of pre-service teachers about planning to integrate the cross-
curriculum content: Aboriginal and Torres Strait Islanders histories and cultures, into their 
learning areas? 
 How will their perception of relevance influence their planning? 
 What role do they perceive the school and students will have on their planning? 
 How do they perceive the knowledge and skills learned during their undergraduate 
studies have assisted their preparation? 
13 
 
Background 
The natural setting for this study was Avondale College of Higher Education, a 
private Christian institution situated in Cooranbong, New South Wales.  The small sample of 
study participants are from a group of fifty(50) final year pre-service teachers who will be 
graduating at the end of 2014 from a four year Bachelor of Education (Secondary) course or a 
two year Bachelor of Teaching (Secondary) course.  This is a natural research environment 
for the participants but also for me as the researcher.  As a fourth year secondary pre-service 
teacher, I am not only part of the research environment, I am also known to all involved.  
Therefore I chose to be both a researcher and a participant in this study.  An invitation was 
extended to all final year secondary pre-service teachers over the age of 18 and studying at 
Avondale College of Higher Education to participate in this study.  The research 
methodology included a triangulation of methods to support the inductive process that 
qualitative inquiry uses to derive meaning from the data. This study involving human 
participants is placed within the following educational context. 
Setting 
The development of the Australian Curriculum was guided by the report, Melbourne 
Declaration on Educational Goals for Young Australians, released on 5 December 2008 by 
the Ministerial Council on Education, Employment, Training, and Youth Affairs.  This report 
sets the direction for Australian schooling for the next decade (Craven, 2011; MCEETYA, 
2008).  The Australian Curriculum, Assessment and Reporting Authority is responsible for 
the administration of the Australian Curriculum from Foundation (previously known as 
Kindergarten) through to Year 12 in Australia. It is an independent authority that collaborates 
with all stakeholders to develop, implement and apply national standards that are used by 
every school in Australia (Australian Curriculum Assessment and Reporting Authority, 
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2013b).  The implementation of the Australian Curriculum commenced in January 2013.  It is 
scheduled to be progressively applied to all learning areas in all Australian states and 
territories over the next few years, implementation in New South Wales started in January 
2014.  The Australian Curriculum identifies three content areas of particular significance and 
these are described in syllabuses as cross-curriculum priorities (Australian Curriculum 
Assessment and Reporting Authority, 2013a). 
A learning area, also referred to by the Australian Curriculum, Assessment and 
Reporting Authority as a subject area, refers to specific content knowledge and skills outlined 
in the Curriculum that is delivered within the school system by an educator.  Examples of 
learning areas include mathematics, geography and business studies. Secondary teachers in 
Australian schools typically teach two learning areas. 
Cross-curriculum priorities 
The integration of content across learning areas is referred to as cross-curriculum 
content.  This is a contemporary approach that is being explored internationally due to 
general support for its promotion of understanding, critical thinking and its capacity to build 
connections between central learning concepts (Brown, 2006; Gilbert, 2011; Heywood, 
Parker, & Jolley, 2012; Wane, 2003).  The Australian Curriculum syllabuses include three 
content areas described as cross-curriculum priorities that must be integrated by teachers into 
their learning areas. These cross-curriculum priorities are; (a) Aboriginal and Torres Strait 
Islander histories and cultures;(b) Asia and Australia’s engagement with Asia; and (c) 
sustainability (Australian Curriculum Assessment and Reporting Authority, 2013a). 
This study focusses on the first named priority, although all three are given equal 
significance by the Australian Curriculum and Assessment Report Authority.  These priorities 
are recognised as providing facets that will enrich the curriculum and fit naturally within 
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learning areas (Australian Curriculum Assessment and Reporting Authority, 2013a).  The 
inclusion of the priorities and the intention that they are embedded in all learning areas, is 
devised to encourage an exchange of ideas and a flow of information between learning areas 
and amongst students, teachers and the wider community to ultimately benefit individuals 
and Australia as a whole (Australian Curriculum Assessment and Reporting Authority, 
2013a).  Cross-curriculum integration has general support for its role in promoting 
understanding and critical thinking (Brown, 2006; Gilbert, 2011; Heywood et al., 2012). 
However, a number of studies have discovered factors such as the lack of time, the 
responsibility of delivering core curriculum, limited teaching materials as well as not being 
properly prepared, hinders cross-curriculum content integration by teachers (Cole & 
Salimath, 2013; Ferfolja, 2008; O'Dowd, 2010) 
Aboriginal and Torres Strait Islander histories and cultures 
 Aboriginal and Torres Strait Islander histories and culture content was an existing 
cross-curriculum pedagogy in individual state and territory syllabus documents prior to the 
introduction of the Australian Curriculum; however the Melbourne Declaration on Education 
Goals for Young Australians report (MCEETYA, 2008) highlighted the significance of the 
content in the following statement: 
As a nation, Australia values the central role of education in building a 
democratic, equitable and just society that is prosperous, cohesive and 
culturally diverse and that values Australia’s Indigenous cultures as a key part 
of the nation’s history, present and future (MCEETYA, 2008, p. 4). 
Aboriginal and Torres Strait Islander histories and cultures refers to the histories and cultures 
specific to individuals or groups who identify as Aboriginal and Torres Strait Islander: the 
recognised first inhabitants of Australia. 
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Perception 
 Robbins, Judge, Millett, and Waters-Marsh (2008) describe the process whereby 
individuals organise, interpret and apply meaning to their environment as perception.  
Perceptions are heavily influenced by an individual’s personality, interests, expectations and 
past experience and will often shape judgements, thoughts, influence decisions, and dictate 
behaviour.  Exploring pre-service teacher’s perceptions has previously shown to be 
significant in advancing knowledge on how education programs can support teacher 
development (Sheridan, 2013).  Pre-service teacher perceptions lie at the heart of teaching, 
influencing their actions, interactions and professional growth, whilst often remaining an 
unconscious activity (Fajet, Bello, Leftwich, Mesler, & Shaver, 2005; Sheridan, 2013).  In 
this study perspectives are described through individual and collective understandings. 
Purpose Statement 
The aim of this study was to explore the planned integration into learning areas of the 
Australian Curriculum’s cross curriculum content, specifically Aboriginal and Torres Strait 
islander histories and cultures, from the perspective of a group of final year secondary pre-
service teachers. 
Rationale for the Research 
The significance of this research study is in its timeliness and the contemporary nature 
of the subject matter.  The primarily purpose of this research is to advance knowledge in the 
general area of cross-curriculum integration.  The findings of this study may also be 
interpreted by pre-service teachers or teacher educators to ascertain possible application to 
their setting and to their understanding of the incorporation of the priorities into learning 
areas as outlined by the Australian Curriculum, Assessment and Reporting Authority 
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(Australian Curriculum Assessment and Reporting Authority, 2013a).   Personal and 
professional reflection by participants through the data collection methods as well as full 
access to research findings may enhance their own understanding of the cross-curriculum 
priorities and how they plan to integrate them into their teaching.  Other education 
stakeholders may gain some benefit from applying the findings of the study to their own 
setting. 
The Australian Curriculum is presently being applied to all learning areas across all 
Australian States and Territories.  The three cross-curriculum priorities included in all 
syllabuses represent new mandatory content for teachers.  Undertaking this study at this early 
stage of the Australian Curriculum’s implementation, will provide knowledge and insight into 
pre-service teachers’ perceptions toward the objectives of the Australian Curriculum, 
Assessment and Reporting Authority in relation to this curriculum content.  This inquiry 
focuses specifically on the content area of Aboriginal and Torres Strait Islander histories and 
cultures, an area of study that is recognised as significant within the Australian landscape 
(Craven, 2011; Gilbert, 2011; Harrison, 2011).    
Overview of the Research Design 
The qualitative paradigm examines people’s words and actions in a narrative or 
descriptive form to expand knowledge rather than seeking proof, prediction and explanation, 
which is the typical orientation of the quantitative paradigm (Cresswell, 2013; Marshall & 
Rossman, 2006; Maykut & Morhouse, 2001).  The qualitative paradigm with its broad range 
of research methodology and its natural exploratory process posed the best platform to 
explore the research questions fundamental to this study. Qualitative research is inductive in 
nature, uses a natural setting and is discovery orientated embracing the idea of multiple 
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realities (Cresswell, 2013). As this study explored the perceptions of pre-service teachers, the 
aspect of multiple realities was imperative to support the rigour and authenticity of the study. 
 Aveling (2012a), suggested qualitative research is the medium to both seek and listen 
to the voices of others, to explore the individuality of our worldviews and how they interact 
to give those voices a platform.  This view of the qualitative paradigm exemplifies how 
qualitative research gives a voice to the study participants and further supports why this 
method of inquiry was chosen for this study.  The qualitative paradigm draws on the 
necessity to adopt multiple collection methods known as a bricolage (Kincheloe & Berry, 
2004) to enhance the rigour of the study.  Characteristic of studies in the qualitative 
paradigm, the data collected by this study was analysed using the constant comparative 
method and thematic organisation of data using codes that are generated through 
examination of the data itself (Carlson, 2010; Gibson & Brown, 2009; Marshall & Rossman, 
2006; Robson, 2011). 
Structure of the Thesis 
The thesis is based on a six chapter model.  Although the study is inductive in nature, 
the chapters outline the progression of the study in an ordered manner, with each chapter 
addressing a different aspect of the study.  Each chapter is linked by the qualitative paradigm 
in which the study is undertaken and by the research questions and sub questions that are 
fundamental to this study.  
 Chapter 1 – As this chapter draws to a close, so does my prologue to this qualitative 
study. In this chapter the setting and context of the study was detailed, the overarching 
research question and sub questions were outlined and the study’s rationale and scope 
was presented. 
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 Chapter 2 – This chapter reveals the study’s theoretical framework. It explores 
analyses and synthesises the existing literature, seeking to identify the key factors and 
variables that link the literature to this study. The literature informs the research 
methods to meet the aims of the study.  
 Chapter 3 –In this chapter I explain the research design adopted for this study. The 
design proceeds from the initial idea that informed the entry phase of the study 
through to the inquiry phase that embodies the research methods and data collection 
until finally outlining the product phase represented by the data analysis.   
 Chapter 4 – In this chapter the findings from the product phase of the research design 
are presented including the key findings and themes arising from the data analysis 
process.  
 Chapter 5 – This chapter presents a discussion of the findings, including an 
interpretation and reflection of the findings with reference to the existing literature. 
 Chapter 6 – This chapter reflects on the findings, the limitations of the study and 
present recommendations for practice as well as possible future research possibilities. 
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Chapter 2–Literature Review 
The task of reviewing literature in qualitative research serves to contextualise a new 
study in a given subject area by examining and evaluating existing studies and findings from 
studies in the same or similar field.  Identifying and evaluating existing literature also serves 
to identify how the study is positioned alongside the existing body of knowledge for the 
purpose of building on existing knowledge or identifying gaps in the research (Cresswell, 
2009; Patton, 2002).  The literature review can also become a basis for comparing and 
contrasting the findings of the study.  The body of literature available in the area of 
education, particularly pedagogy is expansive.  As a first time researcher it presented a 
challenge to clearly and confidently retrieve information that would serve to both inform and 
focus the study. 
 Recognising the need to conceptualise the purpose of the literature analysis a 
theoretical framework was designed.  This design was created by identifying key words and 
phrases from the research area guided by the study’s research questions: 
What are the perceptions of pre-service teachers about planning to integrate the cross-
curriculum content: Aboriginal and Torres Strait Islanders histories and cultures, into their 
learning areas? 
 How will the perception of relevance influence their planning? 
 What role do they perceive the school and students will have to their planning? 
 How do they perceive the knowledge and skills learned during their undergraduate 
studies have assisted their preparation? 
The theoretical framework illustrated in Figure 1- Theoretical Framework served to focus my 
investigation of the existing literature by identifying the key elements of the study; (a) Cross-
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curriculum pedagogy; (b) Aboriginal and Torres Strait Islander histories and cultures content; 
and (c) pre-service teacher perspectives.  These key elements were used to concentrate both 
my exploration and evaluation of published research relevant to this study.  In doing so it 
contextualised how this study and its findings may contribute to the existing body of 
knowledge as well as identifying similarities and dissimilarities in the literature that this 
study could potentially address.  Upon concluding the literature review, the issues of 
relevance, teacher education, planning, modelling and perspective emerged and these themes 
informed both the overall research design and the specific research processes adopted in this 
study.  
Figure 1- Theoretical Framework 
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Cross-curriculum pedagogy 
Although the Australian Curriculum and the embedded cross-curriculum priorities are 
in the early stages of implementation, cross-curriculum pedagogy and the study of Aboriginal 
and Torres Strait Islander content has been a part of the education domain in Australia for 
some time.  The term cross-curriculum refers to the linking of two subjects with a conceptual 
focus of developing a deeper knowledge and understanding of a particular topic (Heywood et 
al., 2012).  Cross-curriculum integration has been credited with promoting understanding and 
critical thinking and for building connections between central learning concepts (Brown, 
2006; Gilbert, 2011; Heywood et al., 2012; Wane, 2003).  However, teachers cite difficulties 
integrating cross-curriculum content into their own pedagogy due to a lack of time, limited 
resources, insufficient knowledge of the cross-curriculum content and limited known 
strategies to enable integration (Craven, 2005; Heywood et al., 2012; Martin, Mata, & Costa, 
2006).   The weak integration of cross-curriculum content into learning areas has been found 
to minimise the effect of cross-curriculum understanding for students (Craven, 2005; 
Heywood et al., 2012).  A common assumption is that teachers can easily make the link to 
bridge core and cross-curriculum content, but in the absence of explicit modelling of how to 
embed cross-curriculum content, teachers are left to “figure it out” (Hart, Whatman, 
McLaughlin, & Sharma-Brymer, 2012, p. 719). 
 Teaching is one of the few professional fields where individuals have a history and an 
opinion on content, strategies and skills formed from their own experiences as students (Fajet 
et al., 2005; Sheridan, 2013).  Pre-service teacher development therefore requires instruction 
that provides opportunities for good connections, providing adequate time for reasoning, 
integration and reflection on theory and practice, and being especially mindful that 
individuals look to construct meaning from their views and attributes they bring to their 
teacher education (Sheridan, 2013). 
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In recent studies of pre-service teachers, Heywood et al. (2012) and Hart et al. (2012) 
discovered a general willingness, even enthusiasm by participants to integrate cross-
curriculum content into their pedagogies.  However, participants also expressed hesitation 
based on insufficient preparation and an inability to articulate clear goals for cross-curriculum 
pedagogy integration.  Both studies revealed that pre-service teachers did not have the 
opportunity to plan for cross-curriculum integration during their teacher education. There was 
also a perception that cross-curriculum planning was a secondary concern in terms of 
curriculum delivery.  With the Australian Curriculum being applied to all learning areas and 
with the cross-curriculum priorities forming an integral part of all syllabuses Hart et al. 
(2012) expresses the need for specific teacher instruction in this area, “all students, including 
Aboriginal and Torres Strait Islander students, need to be provided with specific learning and 
teaching experiences in their formal teacher education in order to develop their expertise in 
embedding Indigenous knowledge” (p. 709). 
Despite an assumption of being well prepared and committed to teaching, pre-service 
teachers are often disillusioned by their initiation into the teaching profession (Hellsten, 
Prytuala, Ebanks, & Lai, 2009).  Pre-service teachers can perceive their first year in teaching 
as negative because of their own unrealistic expectations and beliefs about teaching or 
because of expectations by school administrators or work colleagues (Ferfolja, 2008; Hellsten 
et al., 2009).  The preparation pre-service teachers receive during their teacher instruction has 
been found to be an important factor in both teacher retention and their preparation for work 
in the teaching profession (Butler-Mader, Allen, & Campbell, 2006; Ferfolja, 2008). 
Actively participating in a range of job-specific skills as a pre-service teacher in a highly 
supported context can reduce the amount of learning required by a teacher in the first year of 
teaching (Ferfolja, 2008; Melnick & Meister, 2008).  Traditional pre-service teacher 
education programs are based on the theoretical assumption that on-campus coursework will 
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be translated by pre-service teachers into meaningful pedagogical content in the classroom 
(Butler-Mader et al., 2006).  Yet it has been suggested that insufficient instruction in content 
and methods in some undergraduate degrees often results in pre-service teachers struggling to 
include content into their classroom (Power & Bradley, 2011). 
 Pre-service teachers have few points of reference to their role as beginning teachers 
and therefore it is natural that they are often unable to adequately judge their performance or 
make realistic assessments of their progress in many areas including curriculum delivery and 
content integration (Roberson & Roberson, 2009).  Adapting to the demands of teaching as a 
beginning teacher can be confounding.  Mentoring has been suggested as being a helpful 
transition practice for beginning teachers.  However this is dependent on co-operating 
teachers’ willingness to share knowledge that will assist beginning teachers’ transition into 
the classroom and transform to experienced teachers (Spangler & Fink, 2013).  Adjusting to 
the work environment including colleague relationships and understanding the school and the 
classroom can be difficult as well as time consuming (Ferfolja, 2008; Hobson, 2009).  
Mentorship serves to bridge the change from pre-service to beginning teacher and is both the 
most common and essential component of teacher induction (Hellsten et al., 2009; Hudson, 
2010).  Mentorship should provide appropriate support and resources to the beginning teacher 
as lived experiences in the initial period of teaching have long term implications on teacher 
effectiveness (Hellsten et al., 2009; Hudson, 2010). 
 Many mentorship relationships inadvertently draw on the apprenticeship model where 
an experienced teacher passes on knowledge and skills to the beginning teacher. However 
this generally encourages reverence to the mentor regardless of a mentor’s expertise, 
encouraging conformation to existing practices and resists development of new approaches to 
teaching and learning (Hellsten et al., 2009).  Beginning teachers often are influenced to 
reproduce the pedagogical content, teaching methods, and strategies of their mentor teacher 
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(Hellsten et al., 2009).  Curriculum content not modelled by the mentor and new and 
innovative methods and strategies learnt by pre-service teachers during teacher education can 
be overlooked (Hudson, 2010).  This is of particular consideration with the implementation of 
the Australian Curriculum and the cross-curriculum priorities.  Both teachers and pre-service 
teachers may need to be targeted to ensure they are provided with adequate resources and 
knowledge to implement the curriculum particularly in relation to the newly introduced cross-
curriculum priorities.  Brown (2006) described curriculum as, “all planning for the 
classroom”(p. 165) suggesting that the way teachers understand their subject affects the way 
that they teach and how teachers understand the nature of curriculum.  However schools are 
often a place for constant tension surrounding what is taught and what is not taught and who 
is and who is not empowered to deal with curriculum and pedagogy (Hart et al., 2012).  This 
can result in pre-service teachers overlooking or being selective in relation to the curriculum 
content they teach. 
This study seeks to obtain from the participants, who are pre-service teachers, their 
perspective on planning to integrate the cross-curriculum content, Aboriginal and Torres 
Strait Islander histories and cultures into their learning areas.  There is significant support of 
the benefit of cross-curriculum content integration into learning areas.  However, there are 
also expressed concerns in relation to whether teachers through their teacher education are 
attaining the necessary skills in this area and whether other constraints, such as time and 
resources may also hinder cross-curriculum integration.  The expectations and modelling 
from senior teachers and the perception of who determines the implementation from a school 
level of new curriculum content will also be explored in this study.  The study’s findings 
have the potential to both ratify and expand knowledge in this area but may also highlight the 
relevance if any of the content to cross-curriculum integration success.  This study focusses 
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solely on the integration of the curriculum content, Aboriginal and Torres Strait Islander 
histories and cultures. 
Aboriginal and Torres Strait Islander histories and cultures content 
Aboriginal and Torres Strait Islander histories and cultures content have been a part of 
school syllabuses in Australia for an extended time dating back to the late 1970s (Cook, 
1978).  Despite this, challenges have persisted for just as long in the implementation of the 
content; including insufficient time, limited resources, and a misunderstanding or lack of 
Indigenous knowledge (Aveling, 2012b; Berwick, 2005; Cook, 1978; Craven, 2011; Hart et 
al., 2012).  The Australian Curriculum’s focus on priority cross-curriculum areas, including 
Aboriginal and Torres Strait Islander histories and content was guided by the Melbourne 
Declaration on Educational Goals for Young Australians report (MCEETYA, 2008).  The 
report outlined three goals, the second being an Educational Goal that declared that all young 
Australians become; successful learners, confident and creative individuals and active and 
informed citizens. Specific objectives were outlined in the report to meet this goal including:  
Understand and acknowledge the value of Indigenous cultures and possess the 
knowledge, skills and understanding to contribute to and benefit from 
reconciliation between Indigenous and non-Indigenous Australians. 
(MCEETYA, 2008, p. 9) 
The task of meeting this objective and, in doing so, enhancing social justice and empowering 
students to understand Aboriginal and Torres Strait Islander histories and cultures within the 
boundaries of the education domain, is a role trusted to teachers (Craven, 2011; O'Dowd, 
2010; Zembylas, 2011).  
 Aboriginal and Torres Strait Islander studies was introduced as compulsory training 
for all pre-service teachers at the start of the 21st century(Hart et al., 2012).  The rationale 
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towards the introduction was to facilitate pre-service teachers’ capacity to incorporate 
Aboriginal and Torres Strait Islander studies into their classroom and to be culturally 
inclusive and responsive to Aboriginal and Torres Strait Islander students (Craven, 2011; 
O'Dowd, 2010).  The benefit is clearly articulated by Aveling (2012b),“If teacher education 
faculties do not prepare students then we cannot expect teachers to teach Indigenous 
studies”(p. 111).  Aboriginal and Torres Strait Islander content generally represents very little 
compulsory curriculum and pedagogic space within pre-service teacher education degrees, 
often with greater depth of content only offered in specialised tertiary units (Hart et al., 2012; 
Power & Bradley, 2011).  Studies have found that pre-service teachers find planning for the 
integration of the content into their learning area difficult.  Some pre-service teachers have 
welcomed the opportunity to understand the content and have engaged actively in learning 
about this, whereas others have expressed resistance to learning the content and to it being a 
core requisite for their teaching qualification (Aveling, 2006; Craven, 2011; O'Dowd, 2010).  
Yet, pre-service teachers are aware that the content is identified as a priority area in the 
Australian Curriculum and that the Australian Curriculum and Assessment Reporting 
Authority directs teachers to integrate the content into their pedagogy (Australian Curriculum 
Assessment and Reporting Authority, 2013a; Hart et al., 2012).   
 Aveling (2006) wrote that the overwhelming response from pre-service teachers to 
her first semester of teaching Aboriginal and Multicultural Education was negative.  Student 
survey evaluations of the unit of study were hostile in relation to the content and the teaching 
approach, and the students as a result appeared to reject the content.  There is no disclosure in 
to relation to which year the original survey was taken but subsequent student surveys over 
the period of 1995-2004, generated the same general tone of dissatisfaction regardless of 
what was taught or how it was taught, although there had been an increase in positive written 
feedback comments.  Hart et al. (2012),suggests a general lack of understanding and also a 
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misunderstanding of Aboriginal and Torres Strait Islander knowledge may cause pre-service 
teachers to resist engagement in the content. 
 Despite this resistance the core requisite nature of tertiary units of study covering 
Aboriginal and Torres Strait Islander histories and cultures content for a teaching 
qualification encourages students to engage regardless.  A further study by O'Dowd (2010) 
found that the general resistance by pre-service teachers to the Aboriginal and Torres Strait 
Islander content centred on historical aspects that pre-service teachers did not consider 
relevant to the present.  Pre-service teachers suggested that aspects of Aboriginal and Torres 
Strait Islander content, such as art and music, should be the focus of the tertiary unit covering 
Indigenous content.  The study also revealed, however, that pre-service teachers knew little 
about the history of the British settlement and its impact on the Indigenous people.  This lack 
of information could also suggest a resistance to incorporating this knowledge into their 
learning area.  A lack of knowledge may encourage pre-service teachers to draw selectively 
from the Aboriginal and Torres Strait Islander content when integrating it with learning areas. 
 Hart et al. (2012) proposed that the Australian Curriculum creates urgency for 
teachers to reform curriculum delivery to meet its objectives and that pre-service teachers 
should be provided with specific learning and teaching experiences in order to develop their 
knowledge of embedding Aboriginal and Torres Strait Islander knowledge.  Pre-service 
teachers in the Hart’s study stated that specific instruction on embedding Aboriginal and 
Torres Strait Islander content had been overlooked in their tertiary instruction and they also 
expressed that limited time had been allocated to address the goals and priorities around 
Aboriginal and Torres Strait Islander education.  Despite a perception of insufficient 
preparation, pre-service teachers were willing to include the content in their learning area. 
 Craven, Halse, Marsh, Mooney, and Wilson-Miller (2005, p. 7), propose that there is 
evidence that demonstrates teachers who have untaken instruction in Australian Indigenous 
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studies as part of their teaching degree are more confident about teaching it effectively 
compared with teachers who have not undertaken such instruction.  Pre-service teachers are 
exposed to literature about multicultural education, including Aboriginal and Torres Strait 
Islander content, through readings and discussions in most multicultural tertiary teacher 
education programs. Weak links, however between theory and practice and pre-service 
teachers failing to find relevance, can minimise the integration of the content into their 
learning areas (Butler-Mader et al., 2006; Power & Bradley, 2011; Stanton & Gonzalez, 
2011).  Providing adequate time for learning that allows for reasoning, integration and 
reflection on theory and practice has been shown to provide the best opportunity for pre-
service teachers to establish a connection with the Aboriginal and Torres Strait Islander 
content (Sheridan, 2013). 
 The inability to differentiate between Indigenous education and Indigenous studies is 
also a common source of planning conflict and weak content integration for pre-service 
teachers.  Although Indigenous education and Indigenous studies share a common purpose, 
they are different in that Indigenous education focusses on improving educational outcomes 
for Indigenous students and Indigenous education, on the other hand, is the teaching of 
content knowledge for all students, regardless of cultural backgrounds (Aveling, 2012b).  
This failure to differentiate has typically resulted in Indigenous studies being framed as 
beneficial only for Indigenous students and teachers who consistently work with Indigenous 
students (Hart et al., 2012).  Furthermore limited resources and limited awareness of teaching 
resources to support the inclusion of Indigenous content can hinder pre-service teachers’ 
progress in relation to content knowledge and planning for content integration (Power & 
Bradley, 2011). 
In the area of Aboriginal and Torres Strait Islander history and cultures content, the 
existing literature suggests that the pre-service teachers’ knowledge and particularly their 
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perspective towards the content can both positively and negatively influence the planning to 
integrate the content into learning areas.  Insufficient preparation, limited time, and 
insufficient tertiary instruction, as well as, the failure to differentiate between Indigenous 
education and Indigenous studies have been suggested as current factors surrounding pre-
service teachers’ engagement with this content and the extent it is integrated into their 
learning areas.  The perspective of the pre-service teacher appears to reveal the greatest 
diversity on approaches and attitudes to the integration of the Aboriginal and Torres Strait 
Islander histories and cultures content.  
The perspective of the pre-service teacher 
Studies have explored the perspective of pre-service teachers with the common aim of 
advancing knowledge in the field of education.  Examining pre-service teachers’ perceptions 
provides the opportunity for teacher educators to clarify and create different practices to 
support learning and development (Sheridan, 2013; White, 2011).  Pre-service teacher 
perceptions lie at the heart of teaching, influencing their actions, interactions and professional 
growth, whilst often remaining a subconscious activity (Fajet et al., 2005; Sheridan, 2013).  
Assisting pre-service teachers to a recognition and realisation of their perceptions through 
reflection has consistently been highlighted as effective in professional teacher development 
(Ferfolja, 2008; White, 2011).  
Pre-service teachers’ knowledge constructions are both practical and context-bound, 
relying heavily on experiences and pre-conceived ideals of good teaching and socio-cultural 
histories that they bring with them from their own school experiences (Fajet et al., 2005; 
Melnick & Meister, 2008; Sheridan, 2013).  Findings from research studies, published in 
previous literature, propose that learning develops when pre-service teachers construct their 
knowledge through a process of reflecting on practical situations and through problem 
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solving.  “Knowing and doing” suggested has been suggested as being more tightly aligned to 
practice than merely observing (Sheridan, 2013, p. 55).  These experiences and knowledge 
are seen as an important aspect of pre-service teachers’ lived perceptions that are reshaped as 
they are exposed to new experiences (Sheridan, 2013; White, 2011).  Pre-service teachers’ 
identity presupposes reflective and critical approaches in teacher education and pre-service 
teachers perceptions are not necessarily rational or easily measured (Sheridan, 2013).  
Teacher education has been found to do little to alter the perception of teaching pre-service 
teachers develop during their school years. Previous studies have discovered that it is difficult 
to change pre-service teachers’ beliefs unless the beliefs are substantially challenged during 
tertiary instruction (Cheng, Chan, Tang, & Cheng, 2009; Fajet et al., 2005; Melnick & 
Meister, 2008).  Sheridan (2013) shares this view but also proposes that when pre-service 
teachers are supported during their teacher education to make connections between their 
perceptions and new ideas, this enables perceptions to be reconstructed and reframed by the 
new experiences that either challenge or reinforce original beliefs and assumptions. 
Conclusion 
As I considered the findings from research studies, published in existing literature and 
the research questions that underpin this study my curiosity in relation to how secondary pre-
service teachers propose to implement the Australian Curriculum’s cross-curriculum priority, 
Aboriginal and Torres Strait Islander histories and cultures into their learning areas was 
heightened.  Recent studies suggest that general resistance among pre-service teachers to 
teaching Aboriginal and Torres Strait Islander content may be diminishing, but there still 
appears to be a disconnect to the content by pre-teacher teachers.  Coupled with a perception 
that it occupies very little pedagogical or curriculum space in teacher education programs, it 
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appears that pre-service teachers to a large extent are being left to “figure it out” (Hart et al., 
2012, p. 719). 
 Due to the infancy of the Australian Curriculum and an emphasis on content not 
previously identified as a priority by experienced teachers, pre-service teachers may not 
receive the modelling or support through the traditional apprenticeship style of mentoring to 
implement the Australian Curriculum to satisfy the aims and objectives outlined by the 
Australian Curriculum and Assessment Reporting Authority (Australian Curriculum 
Assessment and Reporting Authority, 2013a).  This may suggest that there needs to be a 
greater emphasis on the preparation and skills that pre-service teachers receive during teacher 
education to enable them to meet the objective of integrating the cross-curriculum priority: 
Aboriginal and Torres Strait Islander histories and cultures into their learning areas.  Their 
perspectives towards planning to achieve this objective will be even more significant to 
support learning and development in the education paradigm.  To this end, this study has the 
potential to expand knowledge in this area and the following chapter, Chapter 3-Research 
Design explores the methodology chosen specifically with that aim. 
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Chapter 3–Research Design 
In this chapter I will outline and rationalise this study’s research design, a design that 
developed through planning and emergence and that embodied but ultimately also enriched 
my own ontological views in the area of research and teaching.  The emergent nature of the 
research design is illustrated by this chapter being organised into three sections; The Entry 
Phase; The Inquiry Phase; and The Product Phase. The Entry Phase will outline what is 
essentially the entry condition of the study.  That is my tacit knowledge and ontological 
views together with background information that informed the aim of the study, and the 
development of the research questions, and the choice of the research paradigm.  The Inquiry 
Phase outlines the research methods and the evaluative criteria for data collection 
purposefully developed to best respond to the question fundamental to this study.  The 
Product Phase, as the name suggests outlines and discusses the process where the product 
from the research, the data, was analysed.  Here the theories that influenced my choices in the 
analysing process are cited and the tasks taken to maintain the integrity and trustworthiness of 
the data are fully described.  This chapter concludes with a brief introduction to the research 
findings that will be explored in greater depth in the subsequent chapter.  
Research design has been described as the plan or proposal that crosses philosophical 
worldviews, uses inquiry strategies, and specifically selected methods to shape the study’s 
chosen research paradigm, to progress the plan into practice (Cresswell, 2009).  As planning 
is frequently the key to successful ventures, the careful selection of the research design 
presented the greatest likelihood for this study to achieve its aim.  Although this study is 
essentially non-linear in nature, as the processes of data collection, analysis, and reporting 
overlap, it was still necessary to follow a systematic approach that showed forethought in 
how this inquiry was conducted (Jackson & Taylor, 2007).  Figure 2-Research Design, 
illustrates the research methodology created for this study.  It was conceptualised when I first 
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considered the research questions but became formalised during the inquiry stage as the 
design given its naturalistic model emerged during the process.  As this chapter outlines the 
study’s research methodology in detail, the structure of the chapter is also guided by the 
research design illustrated in Figure2 – Research Design. 
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Figure 2- Research design 
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Entry Phase 
From the beginning of my honours program the subject area that immediately 
captured my interest was Australia’s first inhabitants, Aboriginal and Torres Strait Islander 
people.  Finding a singular point of focus in this very broad knowledge area proved long and 
protracted. A number of factors, including my inexperience and limited resources, as well as 
ethnic considerations negated consideration of countless topics in this subject area.  As a pre-
service teacher I also wanted to focus the research in the area of education.  Jackson and 
Taylor (2007) suggested that before conceptualising a research study, first the researcher 
needs to establish his or her ability to do the study by asking whether the topic is interesting; 
researchable; significant and manageable.  With these parameters in mind, I finally focussed 
my attention towards the Australian Curriculum, specifically the cross-curriculum content: 
Aboriginal and Torres Strait Islander histories and culture.  I then considered my 
philosophical worldview; the ontological outlook that I naturally bought to this study and that 
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inherently influenced the design of this study.  Philosophies, values and viewpoints that are 
held by a researcher will lead to the researcher embracing either a qualitative, quantitative or 
mixed methods approach to research, and choices made during the study frequently link to 
the researcher’s own philosophical worldview (Cresswell, 2009; Neuman, 2011).  These 
individual philosophical assumptions highlight how and why the approaches to social 
research differ.  Considering as well as revealing ontological assumptions of the researcher 
enhances the study because being reflexive, or self-aware will help the researcher think more 
and also position the study clearly in the existing field of knowledge (Neuman, 2011).  This is 
especially important given that the study is written for the reader and not the researcher 
(Jackson & Taylor, 2007). 
Background.  
Once I narrowed the focus to a manageable issue within this broad subject area, my 
next step was to read the literature and existing finding that informed this topic to grasp an 
understanding of the current knowledge, events, information and perspectives occurring 
around this issue.  This shaped the development of the questions that framed both the 
motivation and the purpose of this study.  In practice, the process of developing a research 
question from a topic overlaps with reviewing the literature on the topic (Neuman, 2011).  I 
found that the literature review focussed the research question but also contributed to the final 
design adopted for this study.  Tacit knowledge is described as un formalised knowledge that 
derives specifically from experience and intuition (Lejeune, 2011).  It is strongly linked to 
innovation as it is applied to growing the base of explicit knowledge.  My own tacit 
knowledge drove the initial selection of the research subject, the refining of the research 
question and also informed the research design.  As a pre-service teacher I was motivated to 
seek the perspectives of other pre-service teachers to satisfy an intellectual curiosity as to 
where my tacit knowledge in this field sits in context with my peers.  Attempting to formalise 
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knowledge in this area also presented to me an opportunity to advance awareness in a subject 
area that has been formally recognised as being a key part of Australia’s history, present and 
future (MCEETYA, 2008).   
Research Questions. 
 The aim of this study was to explore the planned integration into learning areas of the 
Australian Curriculum’s cross curriculum content, Aboriginal and Torres Strait islander 
histories and cultures, from the perspective of a group of final year secondary pre-service 
teachers.  The study’s aim was to expand existing knowledge to address the following 
overarching question and sub questions: 
What are the perceptions of pre-service teachers about planning to integrate the cross-
curriculum content: Aboriginal and Torres Strait Islanders histories and cultures, into their 
learning areas? 
 How will the perception of relevance influence their planning? 
 What role do they perceive the school and students will have to their planning? 
 How do they perceive the knowledge and skills learned during their undergraduate 
studies have assisted their preparation? 
As the study progressed, the research question kept the study focussed especially in both the 
inquiry and product phases when it was necessary to sort through information to ensure that it 
purposefully addressed both the research questions and the research aim.  This emergent 
design ensured that qualitative research questions are evolving and non-directional and 
restate the purpose of the study in order to explore a central experience (Cresswell, 2013).  
The sub questions are designed to narrow the focus but not to restrict the emergent nature of a 
qualitative study. Consequently the selected research design emerged as the best strategy for 
addressing the research question.  The perspectives of the participants were central to this 
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study meeting its aim.  The question and sub questions were therefore designed to be 
exploratory in nature to assist with this objective. Embracing the idea of multiple realities and 
conducting a study intent on reporting these multiple realities, in a natural setting typifies a 
qualitative inquiry strategy (Cresswell, 2013). 
Qualitative paradigm. 
The research question and sub questions reflect the aim of the study, however to meet 
the aim it is important to match the question and sub-questions with the most appropriate 
research paradigm (Cresswell, 2009; Marshall & Rossman, 2006; Neuman, 2011).   A 
research paradigm is identified as the basic orientation of the study that includes basic 
assumptions, models and methods (Neuman, 2011).  The three types of approaches, being 
quantitative, qualitative and mixed methods, are not necessarily exclusive to each other; 
however individual studies tend to be more of one than the other.  I chose to undertake this 
study within the qualitative paradigm as qualitative inquiry is particularly orientated towards 
exploration, discovery and inductive logic (Patton, 2002).  “Qualitative research is pragmatic, 
interpretive, and grounded in the lived experiences of people”, observed Marshall and 
Rossman (2006, p. 2). 
 Characteristic of the qualitative paradigm, this study is set in a natural setting and 
draws upon multiple methods that respect the humanity of the participants, it is also emergent 
and fundamentally interpretive (Cresswell, 2013).  This study seeks to understand a social 
phenomenon with a central concept, the planned integration of Aboriginal and Torres Strait 
Islander histories and cultures into learning areas.  The methodology gives a voice to the 
participants whose perceptions are lived experiences unique to every individual and 
extremely difficult to quantitatively measure beyond simple responses (Cresswell, 2013; 
Marshall & Rossman, 2006).  My own philosophical worldview leans towards the qualitative 
paradigm as my interest in research pursues exploration rather than testing.  Therefore the 
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chosen paradigm and design also reflects my own orientation towards interpretive social 
science, specifically in the areas of constructivism and hermeneutics.  A constructivism view 
is built on the premise that the human world is different from the physical and therefore must 
be studied differently (Cresswell, 2009).  This ideology embraces the multiple realities 
created by people and the implication of these constructions for their lives and for their 
interactions with others (Cresswell, 2009; Neuman, 2011; Patton, 2002).  Hermeneutics 
centres on a theory of meaning, of conducting a very close detailed reading of text, which can 
refer to a conversation, written words or pictures to acquire a deep understanding (Cresswell, 
2013). 
Ethics. 
Before this study could proceed past the entry phase, ethics approval was required.  A 
research proposal and an application for ethical clearance were submitted to the Human 
Research Ethics Committee, Avondale College of Higher Education.  Approval for the 
project was subsequently received on the 27 February 2014, project number [2013:35] 
(Appendix A- Human Research Ethics Approval).  All participants in the study were invited 
to volunteer and then self-selected for participation after considering the participation criteria.  
Participants were 18 years or older and in their final year of secondary teaching at Avondale 
College of Higher Education.  There were no determined risks to the participants of the study. 
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Inquiry Phase 
The advancement through the Entry Phase brought me to the Inquiry Phase.  Having 
chosen the qualitative paradigm for this study, key characteristics of the chosen research 
approach was considered.  Including the natural setting, purposeful sampling, and emergent 
design to ensure the trustworthiness and authenticity of the process and to select the best data 
collection methods (Neuman, 2011; Patton, 2002).  “Qualitative inquiry means going into the 
field – into the real world of programs, organizations, neighbourhoods, street corners – and 
getting close enough to the people and circumstances there to capture what is happening” , 
observed Patton (2002, p. 48).  The selection of research methods is important to the quality 
of the research project because the methods need to suit the aim of the study but they also 
must be feasible, reflect available resources, time constraints, and the skill of the researcher 
(Cresswell, 2013).  Ultimately any research approach needs credibility to be useful and the 
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methods used should seek honest, meaningful and credible findings (Cresswell, 2013; Patton, 
2002).  
Natural setting. 
Qualitative studies are naturalistic as they take place in real settings.  Ordinary events 
and participants are observed in natural settings, not in researcher-created or manipulated 
settings (Cresswell, 2013; Neuman, 2011; Patton, 2002).  Going into the field and having 
direct personal contact with people under study invites subjectivity.  In qualitative research 
this subjective experience is how knowledge is assembled in contrast to quantitative 
approaches that stay somewhat distant from those being studied to maintain objectivity 
(Cresswell, 2013).  However objectivity can limit the understanding of the very nature of 
what is being studied and is not necessarily congruent with the qualitative research paradigm 
(Patton, 2002).  The setting for this study is Avondale College of Higher Education, 
Cooranbong, Australia.  This is a private tertiary institution where the participants of the 
study are completing the final year of secondary education degrees.  The degrees are either of 
four year or two year duration.  The degrees have common core education units of study and 
also tailored specialised content units of study reflecting the individual’s chosen major or 
minor learning areas. 
Purposeful sampling. 
Qualitative inquiry typically focuses on relatively small samples, even single cases.  
Participants are selected purposefully to permit inquiry into and understanding of a 
phenomenon in depth (Cresswell, 2009; Neuman, 2011; Patton, 2002).  The quality of the 
perceptions generated and analysed is what is significant, not the number of such insights.  
While resources and time constraints can affect the sample size chosen, the greatest 
consideration is the purpose of the research and ensuring that sufficient data is generated 
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from the selected sample to address the aim of the study (Marshall & Rossman, 2006).  This 
study had potentially of 50 possible participants.  This number represents male and female 
secondary pre-service teachers, 18 years or over who are in their final year of an education 
degree at Avondale College of Higher Education.  The sample was purposeful to enable the 
study to explore the perspective of secondary final year pre-service teachers. 
Emergent design. 
Naturalistic inquiry designs cannot be tightly prescribed in advance of the data 
collection.  While the design often highlights an initial focus, the inductive nature of the 
inquiry makes it both impossible and inappropriate to specify variables and procedures.  The 
research design is emergent in that it unfolds or changes after the researcher enters the field 
and begins to collect data (Cresswell, 2013; Patton, 2002).  A good qualitative study gives the 
sense of reading a good story.  It has a beginning, middle and an ending but not necessarily 
an end as often ideas for further research emerge.  When initially considering this research 
project, I had proposed a multi question survey to collect the initial data.  However I did not 
have sufficient time, skill or information to prepare and administer a multi question survey 
that would be purposeful particularly in addressing the aim of the study.  Whilst reading 
generally about research methodology it occurred to me that a single question survey would 
be a better fit.  Figure 3 – Extract from reflective journal 18, May 2014 describes an entry 
made in my reflective journal at the time of making this methodology change in the infancy 
of the study. 
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Figure 3 – Extract from reflective journal 18 May 2014 
 
Human instrument. 
A qualitative inquiry demands that the researcher engages personally with the data 
and the data collection.  The researcher becomes the main research instrument and is 
therefore referred to as the human instrument, a term first coined by social scientists Lincoln 
and Guba (1985) and a fundamental characteristic of qualitative design.  Its uniqueness lies in 
the idea that only people construct and bring meaning into the world, through their qualities 
of sensitivity, responsiveness and flexibility.  Making the human the most appropriate 
instrument for inquiries that aim to arrive at an understanding or meaning (Patton, 2002; 
Peredaryenko & Krauss, 2013).  The human instrument is particularly well-tuned to detect 
atypical responses and to explore them in depth.  Personal interests, beliefs and 
predispositions are inevitably an integral part of the human instrument. 
The researcher consciously or unconsciously brings to the research his or her own 
perspective which may align or diverge from those in the study (Peredaryenko & Krauss, 
2013).  This is said to be especially true if the researcher has a strong affinity with the 
participants under study.  Addressing the natural bias that occurs because the human is the 
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instrument can be achieved by systematic data collection procedures, multiple data sources 
and a triangulation of the methods (Patton, 2002).  As a final year secondary education 
student at Avondale College I knew the participants personally and also met the criteria to be 
a participant of this study.  As a researcher I naturally bring my values, assumptions and 
perspectives to the study.  To address my close affinity both with the participants and the 
study topic, I chose to disclose my perspective by being both the researcher and a participant 
in this study.  
Peer debriefing. 
As qualitative research is a collection of subjective data, the validity of the gathered 
information is vital to supporting the authenticity and trustworthiness of the study.  Peer 
debriefing is one of the techniques adopted to support the credibility of the research 
(Cresswell, 2009; Patton, 2002).  Enlisting the assistance of colleagues who hold impartial 
views assists in monitoring the researcher, to confirm if the logical inferences and 
interpretations of the researcher make sense to someone else (Cresswell, 2009; Marshall & 
Rossman, 2006).  Lincoln and Guba (1985) first raised this concept and reasoned that the 
interpretive nature of qualitative inquiry can be made somewhat transparent to others by this 
process. Peer debriefing addresses any concerns about the natural subjectivity of the 
researcher.  As a result the interpretative nature of qualitative inquiry can be made somewhat 
transparent to others.  I chose to use peer debriefing frequently through the course of this 
study, particularly as I am also a participant in this study as illustrated in Figure 4-Evidence 
of peer debriefing.  
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Figure 4 – Evidence of peer debriefing 
 
Member checking. 
Similar to peer debriefing, member checking is a process that ensures the researcher is 
checking the accuracy of findings by employing certain procedures (Cresswell, 2009).  
Member checking, also known as member validation, occurs when data collected from a 
participant is taken back to the participant to check that the data reflects their perspective.  
This process can occur during data collection and also during and after data analysis.  The 
member checking process was used during the Inquiry Phase for the interviews but not for 
the single question survey as participation in the single question survey was anonymous.  In 
the information statement (Appendix B- Information Statement [single question survey]) 
made available at the time of the online survey invitation, potential participants were advised 
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that the findings would be available to them at the end of the analysis process.  Within 24-48 
hours of conducting an interview, a brief email was sent to each participant outlining a 
summary of the interview, an example is shown in Figure 5- Evidence of member checking. 
Figure 5 – Evidence of member checking 
 
Data collection methods. 
The choice of the qualitative paradigm facilitates the selection of qualitative methods 
for data collection, analysis and interpretation.  Qualitative methods may include: open-ended 
questions, interviews, observations, text, image analysis, theme, and pattern interpretation 
(Cresswell, 2009; Patton, 2002).  Qualitative research methods are ways of finding out what 
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people know, do, think and feel.  No rigid rules prescribe what data to gather or methods to 
choose.  Choices often emerge due to the naturalistic nature of the inquiry or because of 
resources, time or skill restrictions surrounding the study or the researcher.  Choices about the 
research methods can and often do change during the course of the enquiry in the spirit of 
emergent design evidenced in Figure 6-Emerging research design.  The choice to include 
document analysis in this study was only made during the interviews, when I noted that the 
interview participants were consistently commenting on one particular tertiary unit of study.  
I decided to explore what the participants were saying about this unit of study in context with 
the unit of study outline document.  
Figure 6 – Emerging research design 
 
Qualitative methods typically produce abundant detailed information about a smaller 
number of people and cases.  This increases the depth of understanding of the cases and 
situations studied but reduces generalisability (Patton, 2002).  The qualitative emphasis is to 
strive for depth of understanding and, quantitative methods are sometimes inadequate for 
revealing the inner perspectives of research participants.  In this study I chose to triangulate 
three research methods, single question survey, interviews, and document analysis.  The data 
collection and analysis took place over a period of time as outlined in Table 1-Timetable of 
data collection and analysis. 
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Table 1- Timetable of data collection and analysis 
Research Method When Data Collected When Data Analysed 
Single Question April 2014  April-May 2014 
Interviews May 2014 August – September 2014 
Document Analysis September 2014 September 2014 
 
Single question survey. 
The purpose of the single question survey was primarily to obtain data to inform the 
construction of the questions for the interviews, a method that had been proposed as part of 
the research design when the idea for the study was conceptualised.  I also wanted a data 
collection method that offered the opportunity to anyone who met the selection criteria to 
participate.  The choice of a single question presented a challenge in its design.  The question 
needed to be constructed so as to ensure that the data would be helpful not only to the study, 
but also with the development of the interview questions.  There were certain criteria that I 
concluded were needed as evidenced in Figure 7- Reflective journal entry 24, March 2014. 
Figure 7 – Reflective journal entry 24 March 2014 
 
 
It was initially planned that the one question survey would be presented to the final 
year secondary pre-service teachers in one of their tertiary classes, however timetabling 
prevented this and an alternative method of collection had to be considered.  I subsequently 
elected to use an online collection method, settling on an online survey management system 
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(surveymonkey.com) to administer the online survey.  Participation was voluntary with no 
foreseeable risk.  A document disclosing this information as well as presenting a summary of 
the study was prepared to satisfy the requirement to disclose this information to potential 
participants (Cresswell, 2013).  The Information Statement together with the question was 
piloted randomly to four students on campus who did not meet the criteria to participate in 
the survey.  This pilot data collection was conducted on the 10th April 2014.  The Information 
Statement (Appendix B- Information Statement [single question survey]) received positive 
feedback in relation to how it was constructed and how well it was understood by the 
participants.  However the responses to the question were mixed.  Although all those 
participating in the pilot study understood what was being asked, especially in context after 
reading the information document, most were of the opinion that the question was too long 
and could be expressed in a clearer manner to ensure a personal perspective response rather 
than a scholastic response.  As a result of this feedback and after discussion with research 
peers the question was modified to reduce its length and to facilitate a response that would 
reflect the participants’ first thoughts, see Figure 8-Screenshot of single question survey. 
Figure 8- Screenshot of single question survey 
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An invitation to participate in the survey was presented to all final secondary pre-service 
teachers via an on line forum on the College’s Learning System (LMS) which is Moodle.  
The Information Statement was provided as an attachment; see Figure 9-Invitation to 
participate in survey.  Up to 250 characters were allowed for each participant to respond in 
their own words.  There was also a second question that required a yes or no response to 
confirm that the participant met the self-selection criteria to join this study.   
Figure 9 – Invitation to participate in survey 
 
 
Interviews. 
Interviewing is the most commonly used method of data collection in qualitative 
research and its familiarly in society is advantageous for researchers (King & Horrocks, 
2010).   Potential study participants are likely to have some idea of what kind of encounter 
they are agreeing to if invited to participate in an interview.  This familiarly also carries risks.  
The characteristics of interviews vary depending on their type and function.  The style of 
questioning, power dynamics and visibility can be influenced by whether the interview is  
interrogative, for employment or for qualitative research purposes (King & Horrocks, 2010).  
Qualitative research interviews should emphasise open-ended, non-leading questions, focus 
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on personal experience and seek to build a rapport with the interviewee.  A high level of 
confidentiality and anonymity is also expected in most cases. 
 I chose to adopt a semi-structured approach when conducting the interviews for this 
study.  A question schedule (Appendix C- Information Statement, Interview Question 
Schedule and Consent Form [Interview]) was prepared prior to the interviews and also made 
available to the interviewees at the time of the interview.  The questions forming this 
schedule were constructed following analysis of the data collected in the single question 
survey.  The questions were also developed by keeping in mind the aim of the study to ensure 
that the findings address the study’s research question and sub questions.  The known 
literature was also considered.  In an attempt to gather an authentic understanding of the 
participants’ experiences, open-ended questions were designed.  Once the questions were 
prepared a pilot interview was undertaken with me as the first participant.  The interview was 
conducted by my honours supervisor and the transcribed document was subject to the same 
analysis procedure as the balance of the interviews.  As a result of the pilot interview a couple 
of minor changes were made to the design of the questions to assist clarity.  Due to the length 
of the title, that could cause questions to become long and disconnected for participants, the 
acronym ATSHAC was created for the descriptor: Aboriginal and Torres Strait Islander 
histories and cultures.  The pilot interview also provided me as the researcher with valuable 
instruction on how to conduct interviews. 
An invitation to participate in the interviews was offered to final year secondary pre-
service teachers, 18 years or over.  The offer was communicated by a lecturer during a 
tertiary class in the morning of 13 May 2014.  Pre-service teachers who were interested in 
participating were asked to raise their hands, their names were then recorded and they were 
invited to speak to me personally for further information at the end of the class.  A total of 
nine pre-service teachers volunteered at that time.  Eight of these individuals approached me 
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at the conclusion of the class and volunteered to provide me with contact details.  The 
Information Statement, Interview Question Schedule and Consent Form documentation, 
(Appendix C- Information Statement, Interview Question Schedule and Consent Form 
[Interview]) was then given to each of these potential participants.  Within twenty four hours 
I contacted each of these individuals to confirm their participation in an interview.  An 
affirmative response was given and an interview schedule was prepared.  The ninth volunteer 
was approached and she advised that she no longer wished to participate.  After the initial 
interviews were arranged, another individual volunteered to participate and was given the 
necessary documentation before an interview time was arranged. 
 A total of ten participants partook in the interviews; a schedule of the interviews is 
shown in Table 2-Interview Schedule.  Interviews were conducted in the boardroom of the 
Avondale Business School, on campus at Avondale College of Higher Education.  The 
interviews were conducted in private and at a pre-arranged time.  All interviews were 
completed by 30 May 2014. 
Table 2- Interview Schedule 
15 May 2014 19 May2014 20May 2014 22 May 2014 27 May 2014 29 May 2014 
Female- 4pm 
Pilot 
Female- 2.30pm Male- 12 noon Female- 9am Female- 12 
Noon 
Male -9am 
 Male- 4pm Female- 2pm Male- 1pm Female – 3pm  
 
Document analysis. 
While conducting the interviews, the participants referred to units of study undertaken 
during their tertiary studies.  In particular one unit of study described frequently by 
participants as the multicultural unit was mentioned by the interviewees when responding to 
questions surrounding existing knowledge, planning, and preparation.  As a result during the 
later part of the data collection I chose to include document analysis as a data collection 
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method.  The unit of study, identified as EDUC29500 – Multicultural Education and 
Indigenous Studies, is a second year mandatory unit of study for pre-service teachers enrolled 
in the four year degree and a mandatory first year unit of study for teachers enrolled in the 
two year degree. A copy of the unit outline that applied to the participants of this study in 
Semester 2, 2012 was sourced for analysis purposes (Appendix D-EDUC29500-Multicultural 
Education and Indigenous Studies).  
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Product Phase 
 Qualitative findings and reporting have an insightful character, offering an 
understanding for those who have not been in the research setting.  Qualitative analysis 
focuses on ensuring that the findings are authentic and trustworthy to support validity 
(Cresswell, 2009). However generating useful and credible qualitative findings is a lengthy 
process.  Qualitative analysis supports multiple points of view while also seeking patterns 
across stories, experiences and perspectives (Patton, 2002).  Qualitative analysis makes no 
attempt to generalise results or suggest transferability.  It is not possible to generalise from 
single cases or very small samples.  The primary purpose of qualitative findings is to 
contribute to or develop knowledge, to provide a deeper understanding on a theme, topic or 
phenomena that may open up opportunities for further study (Cresswell, 2013; Neuman, 
2011; Patton, 2002). 
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Single question survey. 
Participants were given a web link that transferred immediately to an online survey 
hosted by an online survey management system (surveymonkey.com).  Participation was 
anonymous; every participant was identified only by a number that was given sequentially by 
the web host based on when the survey was taken.  The survey link was open for two weeks 
and was then closed.  The participant responses were printed from the site for the purpose of 
analysis.  An invitation to participate in the survey was sent to 50 potential participants. Final 
year secondary pre-service teachers at Avondale College of Higher Education, 18 years or 
older were invited to respond to the following question: What are your first thoughts, when 
you think about how you plan to integrate Aboriginal and Torres Strait Islander histories and 
cultures into your classroom? Ten responses were received; see Figure 10 – Summary of 
survey responses received. An initial review of the responses was done to note early 
observations. 
Figure 10 – Summary of survey responses received 
 
The responses varied in both the length and the nature of the content.  The responses are 
shown in Table 3- Single question reponses  
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Table 3- Single question responses 
I don’t feel I would have a problem 
accommodating students from Aboriginal, 
Torres Strait Islander or other backgrounds into 
my classroom.  I can’t immediately recall the 
specific strategies for dealing with different 
cultural characteristics, ie. That distinguish 
different islanders, etc. but I feel that teachers 
should always try to know their students, and 
how to cater for each individually. As for 
teaching indigenous content in my subject areas, 
I might feel slightly underprepared, but 
comfortable to teach it when I arrive there 
Being a history teacher this will directly 
impact my teaching field. The key to 
integrating Aboriginal and Torres Strait 
Islander culture is to present it in a positive 
light.  Recently Aboriginal peoples have 
received a negative perception in the public 
with negative connotations.  It is important 
as a teacher to change this negativity and 
start introducing positive attitudes in the next 
Australian generations. 
Have a diverse range of teaching strategies that 
make it relevant to all student (sic) not just ATSI 
people.  This is because all students need to be 
involved in understanding ATSI history and 
culture to continue to work in properly including 
it into our Australian culture. 
Utilising resources and links to create a 
harmonious learning environment.  In my 
subject area it would be items such as Bush 
Foods (Food Tech), Aboriginal Art 
(Textiles) and/or designers.  Not explicitly 
teaching it, but ensuring it integrates 
subliminally and smoothly into the 
curriculum in small ways. 
Invite guests to tell students about aboriginal 
history and culture 
How to make it exciting for students and 
how to make it different to what they may 
have already heard in other classes 
It could be a lot of work depending on the 
demographics/cultural attitude of your 
school/students.  There should be a unit in each 
subject for each year in which such contents is 
directly relevant and applicable.  It may be more 
relevant for ATSI students.  It is easily 
integrated through case studies and/or station 
activities when addressing different topics as 
perspectives on an issue.  Can I get a guest 
speaker who knows relevant topic and local 
history of local tribe/people? What is the local 
history and culture? Are there any local sites of 
significance? How does the 
government/curriculum/school priorities (sic) 
integration 
The difficulties that I may encounter and 
hesitation on how I will actually do it.  The 
content is not one that has been given much 
attention during my time at college, so I am 
not exactly sure of the nuts and bolts of how 
I will integrate it and I personally think it 
will be more challenging then the delivering 
the content of my main teaching area but I 
believe this content is really important so I 
hope that I do find pathways to integrate it 
successfully 
Haven’t thought about integrating it into 
mathematics 
Getting to know the culture and it’s (sic) 
sensitivities, identity and philosophies. Then 
try and create strategies that work in 
hormone (sic) with them 
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The initial analysis of the text was undertaken using gerunds.  Using gerunds to code 
for actions is a technique described by Kathy Charmaz (Denzin & Lincoln, 2011) the aim of 
this practice is to identify actions and to define what is happening in small pieces of data.   
This technique first presented as a suitable analysis technique because of the very small 
amount of text generated by each response to the single question survey.  It presented as a 
method that could potentially identify the context of the participants’ responses.  Once the 
initial coding using gerunds was completed, the coded data was passed to a colleague for 
feedback and affirmation in relation to the codes used see Figure 11- Examples of coding 
using gerunds, and peer debriefing.  The gerunds were then listed and categorised into three 
categories, student focus, teacher focus, and learning focus illustrated in Figure 12- List of 
gerund.  Then links between the gerunds in each category was explored, shown in Figure 13-
Categorising gerund codes. 
Figure 11- Examples of coding using gerunds and peer debriefing 
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Figure 12- List of gerunds 
 
Figure 13- Categorising gerund codes 
 
Finding links organised the data and permitted themes to develop that captured the essence of 
the data (Thomas, 2009).  To assist with clarifying the themes at this stage of the analysis, I 
referred to the research questions and identified three key aspects of the study’s focus: plan, 
60 
 
propose and perspective.   Looking at these aspects, and through construct mapping, see 
Figure 14-Emerging themes.  Three themes emerged: 
 Content/Strategies (Plan); 
 Integration (Propose), and 
 Pre-service teachers (Perspective). 
This facilitated the interpretation of the data that both informed the construction of the 
interview questions; but also addressed the research question. 
Figure 14 – Emerging themes 
 
A concept map prepared in the final stages of the analysis, shown in Figure 15-Concept Map 
(single question survey) revealed the findings for interpretation.  
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Figure 15- Concept Map (single question survey) 
 
 
Interviews. 
 After obtaining a signed consent form, the interviews commenced.  The interviews 
were audio recorded with the full knowledge of the participants. The introduction to the 
interviews also clearly stated that they were free to withdraw from the interview process at 
any time and they could also ask for the interview to be stopped or paused.  Upon the 
conclusion of the interviews, pseudonyms were allocated to each of the participants, to 
enhance the confidentiality of the data.  The participants were given the option to nominate 
their own pseudonym or to have one allocated for them see Table 4 - Table of pseudonyms.  
In some cases, the pseudonyms were modified for the sake of clarity in the final thesis.  
Member checking was employed immediately following the completion of the interviews. 
Within 48 hours of each interview a brief summary of the interview from the interviewer’s 
perspective was sent to each interviewee with an invitation to respond or comment if they 
wished, see Figure 16 Evidence of member checking.  Once all the interviews were 
completed, I then personally transcribed verbatim each of the interviews.  When all the 
interviews were transcribed, then they were forwarded to each participant for their perusal.  
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Participants were provided with an opportunity to make changes to the transcripts.  No 
responses were received; therefore the transcripts were not altered before the analysis. 
Table 4 - Table of pseudonyms 
Pseudonym Gender Consent 
Form  
Pseudonym Gender Consent 
Form  
Pilskin Male  McGgyver Male  
Alice Female  Taylor Male  
Charlie Female  Sara  Female  
Lilly Female  Abby Female  
Emma Female  Jon Male  
 
Figure 16- Evidence of member checking 
 
Gerunds were used to analyse the single question survey but I did not consider this 
process of coding practical or appropriate for the interview data.  Due to the large amount of 
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data that had been generated it would have resulted in the process taking too long.  Each 
interview was on average 30 minutes long and after the first read through of the transcripts it 
was clear that not all of the data gathered was relevant to this study.  Consequently, the 
interview data not relevant to the interview questions were not coded.  After considering 
analysis options available as well as the time constraint and my level of expertise, I elected to 
initially analyse the data by using a method modelled on the technique described as a Contact 
Summary Sheet (Miles & Huberman, 1994, pp. 51-54).  The purpose of this form was to 
identify main concepts, themes or issues and also to generate foundation codes before using 
the coding technique of analysis to explore the data deeper.   Coding is the process of 
conceptualising data by using tags or labels for assigning units of meaning to the text (Miles 
& Huberman, 1994; Strauss & Corbin, 1990; Thomas, 2009). 
A Contact Summary Form was completed for each participant as exampled in 
(Appendix E- Contact Summary Form).  In vivo statements were used to keep the “voice” of 
the participants at this early stage of analysis whilst descriptive codes were being created.  
The Contact Summary Form also allowed for the recording of direct quotes that presented as 
noteworthy during this first stage of analysis.  As a source of raw data, direct quotations 
communicate a participants’ thoughts; what is happening in their world, their experiences, 
basic perceptions, and depth emotion (Patton, 2002).  A reflection following completion of 
this first stage of analysis was recorded in my reflective journal; see Figure 17-Extract from 
reflective journal, 17 September 2014. 
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Figure 17- Extract from reflective journal 17 September 2014 
 
Prior to proceeding with the next stage of analysis, a code book was prepared as shown in 
Table 5-Code book.  The descriptive codes were informed from the research question see 
Figure 18 –Identifying key descriptive codes in the research questions; from the Contact 
Summary Forms; and from the coding process.  Miles and Huberman (1994), describe data 
collection as an inescapable selective process, suggesting that codes can be attached to data 
of varying size – words, phases, sentences or whole paragraphs  
Figure 18 –Identifying key descriptive codes in the research questions 
 
During the coding of the interview data, I attached the descriptive codes to sentences and 
sometimes whole paragraphs: see Figure 19-Example of descriptive coding.  
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 Upon the completion of the descriptive coding, there was a problem of bulk, whereby 
too many segments had the same code (Miles & Huberman, 1994).  The data needed to be 
broken down into smaller segments for a deeper study. Therefore, the bulkier codes were 
broken down into sub codes before moving onto the next stage of coding – pattern coding. 
Pattern codes are explanatory or inferential codes, they identify an emergent theme and move 
the data from a purely descriptive format to one that starts to explore common themes and 
constructs in the data by the formation of categories (Patton, 2002; Thomas, 2009).  Once the 
themes emerged from the data, links were explored between the themes, searching for areas 
of commonality as well as areas of contradiction or disagreement, this process the final in the 
coding process is frequently referred to as axial coding (Strauss & Corbin, 1990; Thomas, 
2009).  Evidence of this process is illustrated in Figure 20-Concept mapping.  Finally once 
the themes were identified and mapped, with the assistance of colour that was used during the 
initial coding of the interview data, quotations, and sections from the interviews were 
selected to illustrate the themes. 
Figure 19- Example of descriptive coding 
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Figure 20- Concept mapping 
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Table 5- Code book 
Code Book 
Name Definition Qu. 
NFeeling A negative emotion attached to a verb  
PFeeling A positive emotion attached to a verb  
Relevance Personal perspective in relation to application or processes SUB 
Knowledge What is known or should be known about Aboriginal and Torres 
Strait Islander histories and cultures content 
SUB 
Purpose How something applies or should apply  
School Reference to activities at school that have no control over  
Tertiary Skills or knowledge directly linked with tertiary education or 
place of tertiary education 
SUB 
PS TCH Reference directly to pre-service teachers  
Past Experiences before teacher education   
Priority Reference to importance or status or position  
Skill Reference to a specific skill or ability  
Responsibility Who is responsible or an assumption someone should be 
responsible 
 
Confidence When talking about being able to do something or not able to do 
something 
 
Curriculum 
Direct quoting from the curriculum or referring to sourcing 
information from the curriculum or what the curriculum states 
 
Integration 
Specific reference to integration of ATSHAC cross-curriculum 
content 
MAIN 
Stereotype Commonly recognised stereotype by description or group  
Unit of study A unit of study undertaken during tertiary education  
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Document analysis. 
 Analysis of the unit of study, identified as EDUC29500 – Multicultural Education and 
Indigenous Studies was conducted using content analysis.  A technique that is used to 
compress words within the text into smaller content categories.  Content analysis is used to 
analyse the frequency and use of words, concepts or terms in a document with the aim of 
assessing the meaning and significance of a source (Bell, 2010).  After reading the document 
through once to get a general sense of the content, the second time, key words or phrases 
were identified and highlighted whilst reading the text.   It emerged that the key phases fell 
into two categories, curriculum or Aboriginal students, see Figure 21-Categorising phrases 
during document analysis. 
Figure 21- Categorising phrases during document analysis 
 
Digging deeper by looking for key words in the data under each category to inform themes, 
an interpretation of what the unit of study proposed to achieve from the perspective of these 
categories was determined.   This text analysis revealed two categories of focus: Aboriginal 
education and Curriculum delivery.  Aboriginal Education centred on improving the 
educational needs and outcomes of Aboriginal students. Curriculum Delivery centred on 
content and delivery.  The key words in the synopsis, class program, subject content, and 
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structure were also identified.  Common links were explored to identify a possible description 
of significance. Text from the interviews where participants mentioned this unit of study was 
analysed in the same manner.  Findings from the two were then compared and contrasted as 
shown in Figure 22- Comparing interview text analysis and document analysis. 
Figure 22- Comparing interview text analysis and document analysis concerning  
 
Credibility. 
Credibility implies notions of dependability and authenticity.  In research this is 
attained though a triangulation of research methods, designed to capture multiple perspectives 
of each of the participants.  Triangulation is based on the view of looking at an issue or 
finding from multiple points of view improves accuracy (Marshall & Rossman, 2006; 
Neuman, 2011; Patton, 2002).  A combination of multiple sources and perspectives combats 
biased findings that can result from the utilisation of a single source or single perspective 
(Cresswell, 2013).  The credibility of qualitative methods hinges to a great extent on the skill, 
competence, and rigour of the person doing the fieldwork, and on the rigorous and systematic 
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methods in data collection and data analysis (Patton, 2002).  Documenting the processes and 
procedures through the stages of data collection and data analysis and including validity 
strategies such as peer debriefing, member checking, disclosure of bias, and a rich description 
support the credibility and trustworthiness of a qualitative study and its findings (Cresswell, 
2009; Marshall & Rossman, 2006) 
Reflexivity supports the credibility of a study by countering suspicion that the 
findings have been shaped by the pre-dispositions and biases of the researcher (Patton, 2002).  
Reflexivity involves self-questioning and self-understanding as an ongoing examination of 
what the researcher knows and how it is known (Patton, 2002).  Writing in the first person 
communicates the researcher’s self-aware role in the inquiry. Engaging in a constant 
comparison process further supports the creditability of a qualitative inquiry.  Constant 
comparison refers to identification of incidents, events and activities and constantly 
comparing them to facilitate and enable the natural emergent design. As the human 
instrument, the researcher returns to the data over and over again, using different methods 
and procedures to construct, categorise and interpret to support that the findings reflect the 
nature of the phenomena under study (Patton, 2002). 
Conclusion 
Qualitative analysis transforms data into findings, but no formula exists for this 
transformation (Marshall & Rossman, 2006; Patton, 2002).  Qualitative research involves a 
series of choices by the researcher, these choices and the reasons for them need to be 
presented justifiably (Marshall & Rossman, 2006).  Credibility, authenticity and 
trustworthiness of the study reflect the methods used for data collection and for analysis and 
the comprehensive documentation of the processes and procedures used throughout the study.  
This chapter sets out with supporting figures and tables the methods used for data collection 
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and the steps I used for data analysis to support the credibility of this study, and to fully 
disclose my own bias as both a researcher, and a participant.  Findings that emerged from the 
data analysis suggest that the participants do not openly have resistance to the integration of 
Aboriginal and Torres Strait Islander histories and cultures into their learning areas.  
Apprehension centred primarily on a lack of knowledge and a sense of not being prepared.  
Establishing relevance, using resources, following existing school practices and getting others 
to teach the content transpired as methods to address these apprehensions.  The findings that 
emerged from the analysis of the data collected are set out in detail in Chapter 4-Findings. 
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Chapter 4–Research Findings 
This aim of this chapter is to report the study findings.  Decisions on the 
dissemination of the findings and what to include in the report were guided by the aim of this 
study and the following overarching research questions and sub questions: 
What are the perceptions of pre-service teachers about planning to integrate the cross-
curriculum content: Aboriginal and Torres Strait Islanders histories and cultures, into their 
learning areas? 
 How will their perception of relevance influence their planning? 
 What role do they perceive the school and students will have on their planning? 
 How do they perceive the knowledge and skills learned during their undergraduate 
studies have assisted their preparation? 
As a naturalistic study, the findings are presented in a descriptive narrative form.  The 
qualitative paradigm was chosen for this study because it provides the best platform to 
explore and record the perspectives of the participants.  A thick description provides the 
foundation of qualitative reporting and permits the reader to be immersed in the perspectives 
of the study participants, to ensure “the voices, feelings, actions, and meanings of interacting 
individuals are heard” (Patton, 2002, p. 503).  The use of a thick description and direct 
quotations establishes and makes possible an interpretation of the findings and also supports 
the trustworthiness of the findings. 
The study’s research design triangulated three methods for data collection; (a) single 
question survey; (b) interviews; and (c) document analysis.  The primary purpose of 
collecting and analysing the data was to furnish evidence to the study’s overarching research 
question and subsidiary questions.  The central concept of the research question is the cross 
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curriculum content: Aboriginal and Torres Strait Islander histories and cultures, and the 
planned integration of this content into learning areas.  In this study, the perspective of the 
pre-service teachers was from the point of future planning rather than current practice.  
Responding to the research question’s central concept of integration, the areas of relevance, 
undergraduate studies, and the school and its environment, informed the narrative of the 
findings.  The structure of this chapter has been organised to identify and focus the findings.  
Some of the direct quotes include the acronyms ATSHAC (Aboriginal and Torres Strait 
Islander Histories and Cultures) or ATSI (Aboriginal and Torres Strait Islander).  These 
acronyms have been left in direct quotes where they have been used by the pre-service 
teachers. 
 Pseudonyms were allocated to the pre-service teachers who participated in the 
interviews.  These Pseudonyms are listed in Table 4 - Table of pseudonyms.  Pseudonyms are 
used in this chapter and Chapter 5-Discussion of Findings, to maintain confidentiality of the 
interview participants.  Pseudonyms also support the qualitative methodology used in this 
study by communicating the pre-service teachers’ voices whilst maintaining the human 
element.  Pseudonyms were not allocated to the pre-service teachers who participated in the 
single question survey as their responses were already anonymous.  Discussion of the 
findings, including interpretation and reflection of the findings, with reference to the existing 
literature will be detailed in Chapter 5-Discussion of Findings. 
Preparing to Integrate: Establishing Responsibility 
The categories that emerged from the data analysis were; purpose, knowledge, and 
relevance.  I discovered that the question of responsibility was common between these 
categories.  The category Purpose was defined by ‘why do you integrate?’  The pre-service 
teachers acknowledged a responsibility to integrate Aboriginal and Torres Strait Islander 
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histories and cultures into their learning areas but considered the application of purpose by 
asking themselves, why do you integrate?  In this category the pre-service teachers drew on 
experiences from their past, including their own schooling, and the present, particularly their 
undergraduate studies to address purpose to the future planning.  It emerged that pre-service 
teachers’ perceive that Aboriginal and Torres Strait Islander students were the primary reason 
to integrate the content and the recipients of any benefit attached to the planned integration of 
Aboriginal and Torres Strait Islanders histories and cultures content into learning areas.  The 
presence of Aboriginal and Torres Strait Islander students in the classroom, and in the school, 
would guide pre-service teachers planning. 
 The category Knowledge was defined by ‘What needs to be integrated?’  This 
category revealed pre-service teachers’ perception towards being prepared, their content 
knowledge, and factors that would influence their decisions about what content to integrate.  
Pre-service teachers do not perceive that they are prepared to plan the integration of the 
content but have designated responsibility for determining what needs to be integrated to the 
school where they will be beginning teachers, to their learning areas, and to the population of 
Aboriginal and Torres Strait Islander students in their classroom.  The school, the learning 
areas and the presence of Aboriginal and Torres Strait Islander students would guide pre-
service teachers’ planning. 
 The category Relevance was defined by, ‘When do you integrate?’  This category 
addressed the responsibility of pre-service teachers to decide when to integrate the content 
into their learning areas.  This category included factors that represented the pre-service 
teachers’ perception of relevance about planning and how these factors influenced choices 
about when the content would be integrated.  In this category the pre-service teacher drew on 
personal experiences, past and present as well as drawing on knowledge learnt during their 
undergraduate studies.  It emerged that the learning area, the presence of Aboriginal and 
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Torres Strait Islander students and the leadership of the school would influence the pre-
service teacher perceptions about the relevance of the content and guide them when to 
integrate it into their learning areas. 
Addressing the study’s overall question about the perception of secondary pre-service 
teachers to the planned integration of the Australian Curriculum’s cross-curriculum content: 
Aboriginal and Torres Strait Islander histories and cultures into their learning areas, the 
common theme that emerged across all categories was that pre-service teachers perceive that 
the presence of Aboriginal and Torres Strait Islander students within their classroom was a 
key factor to planning.  Other significant factors to their planning were the learning area and 
the school where they would work as beginning teachers.  These findings are now explored in 
greater depth.  I explore the themes that emerged from the data analysis as they respond to the 
three subsidiary research questions.  The subsidiary questions considered how the perception 
of relevance, the role of the school and students, and the knowledge, and skills learned during 
undergraduate studies will influence pre-service teaching planning. 
The Perception of Relevance 
 Responding to the study’s first subsidiary question: How will their perception of 
relevance influence planning?  The findings showed that pre-service teachers considered 
Aboriginal and Torres Strait Islander students the primary beneficiary of the cross-curriculum 
content: Aboriginal and Torres Strait Islander histories and cultures.  The perception of 
relevance was guided by the understanding that the presence of Aboriginal and Torres Strait 
Islander students was the primary consideration when planning for the integration of this 
content.  Almost half of the responses to the single question online survey directly or 
indirectly mentioned Aboriginal and Torres Strait Islander students when replying to the 
question: What are your first thoughts, when you think about how you plan to integrate 
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Aboriginal and Torres Strait Islander Histories and Cultures into your classroom?  The single 
question survey included the following: 
 Have a diverse range of teaching strategies that make it relevant to 
all student (sic) not just ATSI people. (Respondent #8, 16 April 
2014) 
 I don’t feel I would have a problem accommodating students from 
Aboriginal, Torres Strait Islander or other backgrounds into my 
classroom. (Respondent  #10, 26 April 2014) 
 It may be more relevant for ATSI students. (Respondent  #5, 14 April 2014) 
 The population of Aboriginal and Torres Strait Islander students in their classroom 
was a key consideration to both planning and relevance.  On the issue of integrating the 
content, Macgyver commented that, “I feel like it will only influence my planning if there are 
Aboriginal and Torres Strait Islanders in my classroom”.  Sara expressed the view that “if I 
end up in a school that has a very large percentage of Aboriginal and Torres Strait Islander 
students, I would make ATSHAC a real priority, a very high priority, however in a class with 
a very low percentage or even no percentage, it would still be a priority but it would be a 
lower priority”,  Pilskin questioned the relevance of integrating the content, remarking “If I 
don’t have any Indigenous students…ATSHAC, why, why do I have to do it, I have not been 
prepared to include that”.  Alice expressed the view that “Some ATSHAC knowledge is far 
more relevant to ATSI students” and that she perceived that before planning to integrate the 
content, that “talking and communicating with your school to find out where they stand, do 
they have a lot of ATSI student” was imperative.  The perceived role of schools in guiding 
pre-service teachers to establish relevance, in their planning, consistently emerged from the 
data during analysis.  Pre-service teachers expect direction to assist with planning will be 
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given by the schools where they will work as beginning teachers.  This direction pre-service 
teachers perceive, will be based on the school’s location, existing policies, and procedures, 
and the Aboriginal and Torres Strait Islander student population in the school, and the 
surrounding community. 
 The perception of relevance to planning extended not only to whether to integrate the 
content, but also what content would be integrated and the mode of delivery.  The importance 
of planning to incorporate into their learning areas physical or hands on activities, or art, or 
music was expressed by many of the pre-service teachers.  Sara suggested that, “if I had 
Aboriginal or Torres Strait Islander students…it would be really, really good to 
integrate…areas of music…because it is more relevant to these students”.  This aspect of 
planning exposed the apprehension attached to the planning by pre-service teachers.  
Negative feelings identified during the data analysis towards planning centred primarily on 
frustration about a lack of knowledge, or perceived inability, to implement the content 
correctly. As exampled by Jon: 
I think we have to be very, very careful about teaching it, that we teach it 
sensitively, that we teach it appropriately and that we teach it factually so 
that we get everything right without offending…Aboriginal and Torres 
Strait Islander students in the class…and without compromising the ethos 
and mission of the school (Jon, 19 May 2014) 
 One of the methods suggested by pre-service teachers to address this apprehension, 
and to enhance the aspect of relevance to their planning, was to invite speakers from outside 
the school to speak about the content.  Macgyver stated that “Outside speakers… will 
alleviate a lot of stress of making sure I have the content right”.  Charlie expressed her 
concern about teaching the content accurately based on her own ethnicity: “I am not of 
78 
 
Aboriginal or Torres Strait Islander decent…they may be offended if I get something wrong”.  
Alice highlighted the issue of knowledge, “if I get in like an Aboriginal elder they’ll know 
about it, they’ll be able to bring things in and make the learning real and interesting”. 
 The significance of the learning areas also emerged as another common theme in the 
perception to relevance by pre-service teachers to planning to integrate the content.  
Particularly, when pre-service teachers considered what content to integrate and when to 
integrate.  Pre-service teachers who participated in the interviews were asked their 
understanding of and to identify their learning areas at the commencement of the interview.  
The following learning areas were disclosed; (a) History; (b) Religion; (c) Legal Studies; (d) 
Music; (e) Art; (f) Business Studies; (g) Geography; and (h) Mathematics.  “I haven’t thought 
about integrating it into mathematics” was the view expressed by Respondent #3 (14 April 
2014), during the collection of the first data for this study.  Pre-service teachers perceive that 
the integration of Aboriginal and Torres Strait Islander histories and cultures content is 
relevant to some learning areas but not others.  Emma said that, “the information or 
knowledge of ATSHAC is more relevant…to subjects that relate to history and culture rather 
than…foundational knowledge”.  Lilly proposed that, “you’re not going to be able to do it for 
maths, I don’t think, it would be very hard for maths…food tech would be easier”.  A view 
that was shared by Alice, “Aboriginal histories in maths, I can’t really see how… that might 
happen, whereas with history I can”. 
 The role of the learning area in the perception of relevance and its influence on pre-
service teachers’ planning can be summarised by Taylor’s position, “if it’s relevant put it in, 
and if it’s not relevant don’t put it in”.  The findings from the data analysis also revealed a 
link between the pre-service teachers’ knowledge and their perception of relevance 
particularly in relation to the learning areas.  A greater understanding of the content revealed 
a corresponding greater confidence to integrate the content into different learning areas.  
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Although Taylor struggled to see how the content would apply to his learning area he 
acknowledged the advantage of knowledge “because once you understand it, it’s much easier 
to put it in, because you have the knowledge, you start looking for places to put it in”.  The 
school, its community and the location featured often in the findings.  The pre-service 
teachers’ perceptions about the role of the school, and students to their planning, will now be 
detailed responding to the second subsidiary research. 
The Role of Schools and Students 
 Responding to the study’s second subsidiary research question: What role do they 
perceive the school and students will have on their planning?  The findings revealed an 
expectation by pre-service teachers that instruction and modelling to assist with planning to 
integrate the cross-curriculum content: Aboriginal and Torres Strait Islander histories and 
cultures would be provided by the school where they work as a beginning teacher.  This 
expectation of direction from the school was linked in the findings to the perceived lack of 
knowledge; a sense of being unprepared; and that as beginning teachers they would naturally 
submit to the existing practices and trends of the school. “So the school…whatever…policies 
and procedures they have for integrating this ATSHAC as such…I will do that as well” 
expressed Macgyver when asked about the role of the school when planning for the 
integration of the content. 
 The issue of responsibility featured prominently in the findings that addressed this 
subsidiary research question.  The need to be told what to integrate and how much to 
integrate of the content into their classrooms was raised by many of the participants including 
Emma, “ultimately teachers are responsible for incorporating it but someone needs to say; 
this person is who you talk to about how heavily you do that”.  The findings also revealed 
that pre-service teachers frequently applied this responsibility to the school leaders and also 
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existing practice.  The principal’s role as the leader of the school was acknowledged for the 
influence he or she could demonstrate in this area.  Pilskin remarked “it could be like he 
might not even really care too much for it and just overlook it and you’ll overlook it”.  This 
possible lack of instruction or focus on the content was also raised as a concern by a few of 
pre-service teachers including Abby who asked “who do I go to? To get ideas, to integrate it 
into the curriculum: If it doesn’t seem to be already done?”  The findings overall, however, 
showed that most of the pre-service teachers shared the same perception as Taylor in that, “if 
the school is saying we want emphasis on this, then I’m going to put more emphasis into 
learning it and understanding it and doing the research to put it in”. 
 The school’s location and its community, as well as the student population, also 
emerged as defining influences on pre-service teachers planning.  When asked how the 
student population may influence her planning, Charlie said “the focus of the population I 
suppose: they may sort of shy away from it because they don’t really want to know about it”. 
Emma reflected that “I understand that everyone needs to have a basic level of understanding 
of ATSHAC but I think some geographical areas in Australia will find more relevance to 
students in prioritising different cultures rather than ATSHAC”.  This quote supports the 
study findings that pre-service teachers perceive that the Aboriginal and Torres Strait Islander 
histories and cultures content is aimed to Aboriginal and Torres Strait Islander students.  The 
absence of Aboriginal and Torres Strait Islander students at the school, or the presence of 
another significant culture will influence pre-service teachers’ planning as exampled by 
Emma who declared that,” focussing on their (other students) cultures is also a priority”. 
 The direction of the school in the planning process was not only expected but the 
findings suggest that the pre-service teachers’ naturally assumed that they would follow the 
instruction or trend of the school as beginning teachers.  Reflecting on their undergraduate 
studies the pre-service teachers discussed at length the effect of their studies and tertiary 
81 
 
experiences on their planning, particularly in relation to knowledge gained and how the 
experiences had prepared them. This data informed the findings that addressed the study’s 
third subsidiary research question. 
The Undergraduate Experience 
 Responding to the study’s third subsidiary question: How do they perceive the 
knowledge and skills learned during their undergraduate studies have assisted their 
preparation?  Analysis of the data revealed that the pre-service teachers recalled and reflected 
on numerous experiences during their undergraduate studies, both positive and negative, that 
they perceive will influence future planning to integrate, Aboriginal and Torres Strait Islander 
histories and cultures content  At findings showed that the overall perception of pre-service 
teachers was that their undergraduate studies had not prepared them adequately to plan for the 
integration of the cross-curriculum content: Aboriginal and Torres Strait Islander Histories 
and Cultures.  A view summarised by Charlie who said, “I feel like I don’t know enough and 
therefore for me to incorporate it into my curriculum will be, will be difficult and it won’t be 
to the standard that I would probably like to do it”.  When reflecting on what to integrate 
Abby exclaimed: “I need to, I need to find out exactly…what I’m integrating. I don’t know”.  
Having grown up with the Aboriginal culture, Lilly suggested that, “I think I am definitely 
more prepared than most pre-service teachers just because I have grown up with an 
Aboriginal culture my entire life”.  However, she also expressed, “it would be a little bit 
easier, if we are taught more or put more…classes into uni which would help us learn about 
cross-curriculum”. 
 The pre-service teachers are in their final year of their secondary education degrees, 
the content of the degrees vary depending on their individual learning area disciplines, 
however there were mandatory education units of study that they had in common.  The 
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opinion that some knowledge and skills have been acquired during their undergraduate 
studies to assist with the planning and integration of cross-curriculum content into their 
learning areas was expressed by a few pre-service teachers including Emma who said, “in my 
curriculum studies for geography… my lecturer was extremely brilliant at informing us 
and…equipping us with cross-curricular… subject knowledge”, and Charlie: who explained 
“we have the skills, yes, but the knowledge, not on Aboriginal and Torres Strait Islander 
histories and culture”.  The perception of inadequate knowledge of Aboriginal and Torres 
Strait Islander histories and cultures content emerged frequently from the findings.  The lack 
of instruction in this content area was expressed by many pre-service teachers including 
Emma; “I’ve done eight religious studies units as my major, I haven’t done any ATSHAC 
units, I’ve done multicultural but that covered Pacific Islander, that covered Indian, that 
covered a wide variety”; and Charlie, “like you say Aboriginal and Torres Strait Islander 
histories and cultures to me and…I don’t even know what that is, what is involved within 
that”; and MacGyver, “we’ve had some experience on how to handle students, how to maybe 
cater to their cultures, maybe not to offend them, but to teach, no definitely not”. Pilskin 
added, “I’m not familiar with ATSHAC as a whole so…that’s where I need to improve to be 
more prepared to integrate this cross- curriculum”. 
 The findings showed an overall perception by pre-service teachers of inadequate 
preparation from their undergraduate studies in both content knowledge and planning to 
integrate the content into their learning areas.  However, the findings also showed that pre-
service teachers responded to this perception by assuming that there will be leadership from 
the school in relation to planning.  There was also the understanding they could source the 
information they needed, or instruct someone with more knowledge, to assist with the 
integration of the content into their learning areas.  This view was communicated by the 
following quote: 
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I’m not very prepared but I’m not worried about that because once I do land a 
job and I start planning all my units and stuff that is when I 
would…deliberately plan for…cross-curriculum content… and I’d do a little 
bit of extra research…to make sure I’m doing my job properly. (Sara, 27 May 
2014) 
Included in the list of mandatory units of study for the satisfaction of their degrees, pre-
service teachers complete a year-long unit of study specific to each learning area discipline in 
the speciality of curriculum studies.  Due to the long list that this embodies and insufficient 
time to analyse the documents, each of the curriculum studies units of study completed by the 
participants was not identified.  Pilskin spoke positively about the curriculum studies unit of 
study he completed commenting that, “in my curriculum studies we were given…some 
direction on how to cover Australian music in Indigenous studies” in contrast, Taylor 
remarked that “it was not covered…in curriculum studies, either one”, a similar view was 
expressed by Charlie: “we’ve have had two curriculum studies and the only thing that we 
were told was that we must incorporate…literacy and numeracy…there wasn’t even the 
slightest thing that was touched on about the cross-curriculum content…ATSHAC”.  Alice 
suggests that more could be done in the curriculum classes: 
I wasn’t exactly taught how to do it…only that you must include this but you 
need to go and figure it out yourself how you are going to include it, whereas I 
think It would be good if there… was time dedicated to…how you 
can…integrate it. (Alice 19 May 2014) 
 EDUC29500- Multicultural Education and Indigenous Studies, was identified as 
another mandatory unit of study that pre-service teachers must complete to satisfy the 
requirements of their degree.  All of the pre-service teachers who participated in the 
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interviews named this unit of study and nominated how they perceived the content had 
assisted or had not assisted them in the context of planning to integrate Aboriginal and Torres 
Strait Islander histories and cultures content into their learning areas.  Close analysis of the 
interview data from the pre-service teachers’ discussion on EDUC29500-Multicultural 
Education and Indigenous Studies, revealed a perception that insufficient instruction and time 
was devoted to Aboriginal and Torres Strait histories and cultures content in this unit of 
study.  The focus of the unit of study was Aboriginal and Torres Strait Islander education not 
Aboriginal and Torres Strait Islander studies.  When asked what the content covered in 
EDUC29500-Multicultural and Indigenous Studies, Charlie stated, ‘It was just about 
Indigenous Australians in Australia and how they are…mistreated, that was it, it wasn’t about 
integrating the content”, a view that agreed with Pilskin’s description, “ what we studied in 
multicultural… we learnt about how to teach Indigenous students”. 
 The findings that emerged from the analysis of EDCU29500-Multicultural Education 
and Indigenous studies were that the unit of study had two central focuses: curriculum 
delivery and Aboriginal students see Figure 23- Key focus areas of EDUC29500- 
Multicultural Education and Indigenous Studies. 
Figure 23- Key focus areas of EDUC29500- Multicultural and Indigenous Studies 
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Further an analysis of the words and frequency of words used in the document identified 
another focus of the unit of study was to provide strategies, and approaches, for the 
management of cultural diversity in the classroom, and for managing issues arising from 
multicultural classrooms.  The findings from the document analysis summarised expected 
learning outcomes for EDUC29500- Multicultural Education and Indigenous Studies as 
follows: 
 Meeting the needs of Aboriginal students in the school and classroom. 
 Diversity and differences in the classroom and strategies to teaching in a multicultural 
classroom and the various issues that arise. 
 Integrating Aboriginal histories and cultures content into relevant syllabuses by an 
appropriately qualified Aboriginal educator or teacher. 
An analysis of the interview participants’ comments about this unit of study included 
categorising their responses into four areas; (a) purpose; (b) content; (c) positive feelings; and 
(d) negative feelings. As illustrated in Figure 24- Interview participants’ responses.  The unit 
of study was viewed by participants in both a positive and a negative light, not negative in the 
attitude towards the content.  Negative in respect of how the unit of study had failed to 
prepare them for the planned integration of, Aboriginal and Torres Strait Islander Histories 
and Cultures, into their learning areas. 
86 
 
Figure 24- Interview participants’ responses  
 
 The pre-service teachers perceived that the Aboriginal and Torres Strait Islander 
content was only a small part of the unit of study.  The pre-service teachers considered that 
this unit of study was designed to prepare them to meet the needs of a multicultural classroom 
and to engage with students from different cultures.  The findings suggest that pre-service 
teachers perceive that another purpose of the unit of study was to promote an approach of 
inclusivity in their classroom and how to deliver content in a manner that did not offend as a 
result of cultural differences.  The findings did support an overall positive view of the unit of 
study particularly as it was perceived to have advanced their knowledge about teaching 
Aboriginal and Torres Strait Islander students.  These findings further support the overall 
perception by pre-service teachers that the cross-curriculum content: Aboriginal and Torres 
Strait Islander histories and cultures is primarily for the benefit of Aboriginal and Torres 
Strait Islander students. 
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Conclusion 
 Multiple collection methods as well as multiple data analysis techniques were used to 
support the credibility, authenticity, and trustworthiness of the findings.  Responding to the 
overall research question and the three subsidiary questions, this chapter has outlined the 
findings that emerged from the rigorous analysis of the data.  In this chapter the findings 
addressed the perception of pre-service teachers about the implementation of the cross-
curriculum content: Aboriginal and Torres Strait Islander histories and cultures into their 
learning areas.  Through analysis the data collected was identified into the categories of 
purpose, relevance and knowledge, these categories facilitated the emergent of themes that 
directly responded to the research questions.  An interpretation and discussion of the findings 
in the context of the existing literature is outlined in Chapter 5-Discussion of Findings. 
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Chapter 5-Discussion of Findings 
 The findings responding to the aim of the study and the following overarching 
research question and sub questions were outlined in Chapter 4-Research Findings: 
What are the perceptions of pre-service teachers about planning to integrate the cross-
curriculum content: Aboriginal and Torres Strait Islanders histories and cultures, into their 
learning areas? 
 How will their perception of relevance influence their planning? 
 What role do they perceive the school and students will have on their planning? 
 How do they perceive the knowledge and skills learned during their undergraduate 
studies has assisted their preparation? 
The central concept of the research question is the integration of the Australian Curriculum’s 
cross-curriculum content: Aboriginal and Torres Strait Islander histories and cultures into 
learning areas from the perspective of final year secondary pre-service teachers at Avondale 
College of Higher Education.  The pre-service teachers’ perspective is from the point of 
future planning, with the exception of any pre-service teachers who had experience in this 
area during practicum teaching.  In this chapter I will present an interpretation and discussion 
of the findings with reference to existing literature.  The chapter closes with a personal 
reflection about the findings as a foreword to Chapter 6-Conclusion. 
From Pre-Service Teacher to Beginning Teacher 
 Presently in the final year of their education degree, the pre-service teachers will soon 
be seeking employment as beginning teachers.  Assuming the role and responsibilities that 
being a beginning teacher entails, including effecting the Australian Curriculum (Australian 
Curriculum Assessment and Reporting Authority, 2013b).  This includes implementing three 
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cross-curriculum content areas that have been identified as priorities within the Curriculum.  
Aboriginal and Torres Strait Islanders histories and cultures is one of these cross-curriculum 
areas and was also the focus of this study(Australian Curriculum Assessment and Reporting 
Authority, 2013a).   On the whole the pre-service teachers did not express a negative view 
about the cross-curriculum content: Aboriginal and Torres Strait Islander histories and 
culture, or to integrating the content into their learning areas.  There was however 
apprehension arising from their perception of having inadequate content knowledge, and 
from an expressed lack of confidence about what, and how much of the content needed be 
integrated into their learning area. 
 The pre-service teachers perceived that establishing the population of Aboriginal and 
Torres Strait Islander students, in the classroom, and in the school, where they work as 
beginning teachers was imperative to their planning for the integration of this cross-
curriculum content.  The understanding that relevance to the content principally applies to 
and benefits Aboriginal and Torres Strait Islander students suggests that pre-service teachers 
fail to differentiate between Aboriginal and Torres Strait Islander education, and Aboriginal 
and Torres Strait Islander studies.  This aligns with findings by Hart et al. (2012) and 
Sheridan (2013) that the failure of individuals to differentiate between Aboriginal and Torres 
Strait Islander studies and Aboriginal and Torres Strait Islander education typically results in 
Aboriginal and Torres Strait Islander studies being framed as beneficial only for Aboriginal 
and Torres Strait Islander students, and for teachers that consistently worked with Aboriginal 
and Torres Strait Islander students.  Sheridan (2013), proposed that this failure to differentiate 
could be a source of planning conflict and weak content integration for pre-service teachers.  
The findings in this study offer support to this stance by Sheridan.  In that the findings in this 
study suggest that this perspective would influence pre-service teachers when they a planning 
what and when to integrate the content into their learning areas. 
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 In the absence of Aboriginal and Torres Strait Islander students in their classrooms, 
pre-service teachers perceived that the content could even possibly be excluded from their 
learning areas.  The reason for the differentiation by pre-service teachers between Aboriginal 
and Torres Strait Islander education and Aboriginal and Torres Strait Islander studies was not 
explored due to the time constraints placed on the study.  However, the high degree that pre-
service teachers framed the content as beneficial for Aboriginal and Torres Strait Islander 
students is an important finding in this study. 
 The perception by pre-service teachers that they have received insufficient instruction 
during their undergraduate studies in the content area: suggests a possible credible reason for 
the failure to differentiate between Aboriginal and Torres Strait Islander education, and 
Aboriginal and Torres Strait Islander studies.  As the interview with Pilskin, one of the pre-
service teachers in the study was concluding and he was asked if there were any questions 
that should be asked of him.  He reflected on a shifting of his perspective to the purpose of 
the integration of Aboriginal and Torres Strait Islander histories and cultures into the 
classroom: 
AB:   Now thinking back over the interview are there any questions that you think 
that I should ask you or other interviewees about this topic? 
Pilskin: I don’t think so, cause I think I understand (now) that it’s more about 
integrating ATSHAC than teaching Indigenous students… your understanding 
their culture but your (also) teaching the understanding to students that are not 
Indigenous 
The findings that the pre-service teachers perceived that they had insufficient knowledge to 
integrate the content into their learning areas was expected given similar findings by Craven 
(2005), Heywood et al. (2012), and Martin et al. (2006).  In so much as this study has 
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supported existing literature in this area, more research needs to be done to fully understand 
why this position persists among pre-service teachers.  Hart et al. (2012) suggested that as a 
consequence of this insufficient knowledge that teachers are left to “figure it out”(p. 719).  A 
perception expressed by the majority of the pre-service teachers including Charlie who 
remarked “So I think I…need to know more about it in order to help me plan for it…if you 
don’t know anything about it, then how can you plan for it?. You’re just winging it”. 
 The perception of insufficient knowledge together with the perception that the content 
was primarily for the benefit of Aboriginal and Torres Strait Islander students highlights 
another important finding of this study.  Pre-service teachers perceived that they lacked the 
ability to teach the content correctly and were concerned about offending Aboriginal and 
Torres Strait Islander students in their classroom by delivering the content improperly or 
insensitively.  The findings also suggest that the pre-service teachers concern about offending 
Aboriginal and Torres Strait Islander students, was based not only on the perception of 
having inadequate content knowledge, but also on the perception that the content is best 
taught by an individual who identifies as an Aboriginal or Torres strait Islander.  This finding 
potentially expands existing knowledge in this pedagogical area as the literature explored 
during this study had not previously shown this to be a source of planning conflict or weak 
content integration. 
The Influence of Undergraduate Studies 
 Inviting Aboriginal elders or persons of Aboriginal identity to teach the content was 
suggested to address the perceived lack of ability by pre-service teachers to deliver the 
content.  The pre-service teachers also perceived that teachers of Aboriginal and Torres Strait 
Islander identity would be better suited to teach the content.  A possible explanation for the 
pre-service teachers’ orientation to attaching relevance of the content to Aboriginal and 
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Torres Strait Islander students, and engaging persons of Aboriginal or Torres Strait identity to 
teach the content, could be linked to the instruction received during their undergraduate 
studies.  Previous studies have highlighted the significance of undergraduate studies in 
preparing teachers to work in the teaching profession, and also found these experiences 
influence planning in areas such as curriculum delivery, and content integration (Butler-
Mader et al., 2006; Ferfolja, 2008; Vickers, 2012). 
 The pre-service teachers generally perceived that they did not receive adequate 
instruction during their undergraduate studies; in respect to knowledge; delivery; and 
integration of Aboriginal and Torres Strait Islander Histories and Cultures content into their 
learning areas.  Pre-service teachers with a humanities learning area; or who had taken 
elective studies in Aboriginal and Torres Strait Islander Histories and Culture, or had taken 
part in practicum teaching experiences that focussed on some aspect of Aboriginal and Torres 
Strait Islander studies, expressed perceptions of feeling better prepared at least in relation to 
the content knowledge.  This supports the view of writers Craven et al. (2005) who proposed 
that teachers who had undertaken instruction in the content during their undergraduate studies 
are more confident about teaching it effectively compared with teachers who have had none 
or limited instruction. 
 Sheridan (2013), Hart et al. (2012), Heywood et al. (2012), and Power and Bradley 
(2011) all suggested that adequate time should be provided for reasoning, integration, and 
reflection to facilitate pre-service teachers’ ability to integrate Aboriginal and Torres Strait 
Islander histories and cultures content into their teaching and, subsequently, their students’ 
learning.  This finding resonated with the views expressed by the pre-service teachers in this 
study.  As exampled by the following: 
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I think perhaps an area that could be used…would be…curriculum studies so 
that…you are actually given…um…opportunities during curriculum studies 
to…um…actually look at how you can implement it into your 
classroom…give the unit some examples. (Alice, 19 May 2014) 
It would be a little easier if we are taught more or put more…um…classes into 
college which do help us learn about cross-curriculum…otherwise we don’t 
really learn that much. (Lilly, 27 May 2014) 
Further the writers Sheridan (2013), Hart et al. (2012),and Heywood et al. (2012) found that 
pre-service teachers perceived that they did not have the time to plan for the integration of the 
content, and that it was a secondary concern in the terms of curriculum delivery.  The 
findings in this present study supported this position as exampled by the following: 
I’ve got to cover you know, the curriculum… that I need to while also taking 
time out of that to look at this cross-curriculum. (Macgyver, 22 May 2014) 
The practical methods of incorporating ATSHAC knowledge not as easy…to 
do, it’s yeah…it’s not a priority.  I don’t think people are…spoon fed on how 
to do it, so unless they have the initiative…it may not be covered as 
necessarily as what it need to be. (Emma, 22 May 2014) 
 Most pre-service teachers perceived that the only instruction they received on the 
topic of Aboriginal and Torres Strait Islander histories and cultures was from the unit of 
study identified as EDUC29500- Multicultural Education and Indigenous Studies.  Offered in 
the second year of the four year degree, this unit of study represented the only mandatory unit 
of study addressing the content, Aboriginal and Torres Strait Islander histories and cultures 
that pre-service teachers had to complete to satisfy degree requirements.  Unanimously the 
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pre-service teachers who participated in this research recalled this unit of study but also stated 
that they perceived the focus of the unit was multicultural education not Aboriginal and 
Torres Strait Islander studies.  The document that set out the synopsis, content, program, and 
structure for this unit of study in 2012, which is when most of the pre-service teachers who 
participated in this study, would have completed this unit of study was analysed.  The 
findings of this document analysis were detailed in Chapter 4-Research Findings.  The 
findings supported the pre-service teachers’ view that the primary focus of the content was 
multiculturalism, inclusivity, and meeting the individual needs of cultural diversity in the 
classroom, including students who identify as Aboriginal or Torres Strait Islanders. 
 The Aboriginal and Torres Strait Islander histories and cultures subject matter in the 
unit of study was found to focus on meeting the educational needs and outcomes of 
Aboriginal and Torres Strait Islander students.  The unit of study also focussed on instruction 
to assist pre-service teachers to present the subject matter in their classroom in a way that did 
not offend students, due to cultural differences.  This provides a possible explanation for the 
perception expressed by the pre-service teachers that the primary recipients of benefit for the 
cross-curriculum content: Aboriginal and Torres Strait Islander Histories and Cultures are 
Aboriginal and Torres Strait Islander students.  Close examination of the EDUC29500- 
Multicultural Education and Indigenous Studies revealed that included within the context of 
Indigenous issues in education, a statement specifies, the delivery of the content by an 
appropriately qualified Aboriginal educator/teacher.  This offers another credible reason for 
the pre-service teachers’ strong perception that a person of Aboriginal or Torres Strait 
Islander identity was better positioned to teach the content.  
 Further the document states that the Aboriginal perspective within relevant syllabuses 
would be explored.  This suggests that the content is not relevant to all syllabuses and this 
could provide a credible reason why the pre-service teachers in this study perceived that 
95 
 
Aboriginal and Torres Strait Islander histories and cultures content may not be relevant to all 
learning areas.  All of the pre-service teachers who participated in the study struggled to 
apply relevance to some learning areas, namely mathematics and science.  Hart et al. (2012) 
suggested that Aboriginal and Torres Strait Islander content has been overlooked in tertiary 
instruction, and that limited time has been allocated to it in mandatory tertiary units of study: 
A position that the findings of this study give some support.  The sense of not being prepared 
expressed by the pre-service teachers was attached in part by the perception that inadequate 
time had been spent on this topic and insufficient knowledge had been gained particularly 
from a mandatory the unit of study, EDUC29500-Multicultural Education and Indigenous 
Studies. 
 Despite more research being needed to understand reasons why pre-service teachers 
frame the content: Aboriginal and Torres Strait Islander histories and cultures primarily 
beneficial to Aboriginal and Torres Strait Islander students.  An analysis of the EDUC29500-
Multicultural Education and Indigenous Studies unit of study outline, suggests that the pre-
service teachers’ perceptions about the integration of the content, particularly in relation to 
relevance ,and who is a best suited to teach the content, closely reflects the instruction 
received during their undergraduate studies.  This is an important finding as insufficient 
preparation and insufficient instruction in content is frequently reported in pedagogical 
studies about pre-service teacher preparation without examining undergraduate studies 
documents and their contents (Butler-Mader et al., 2006; Hart et al., 2012; Heywood et al., 
2012; Power & Bradley, 2011).  Possibly future research using methods just as document 
analysis and observation may expand knowledge in this area. 
 It was expected given existing literature (Aveling, 2006; Craven, 2011; O'Dowd, 
2010) that the findings in this study would include a general resistance from pre-service 
teachers participating in the study to learning about Aboriginal and Torres Strait Islander 
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histories and cultures content as part of their undergraduate studies.  However, this did not 
emerge following the analysis of the research data and from close examination of this study’s 
findings.  Pre-service teachers in this study displayed no obvious resistance to undertaking 
studies in Aboriginal and Torres Strait Islander histories and cultures to satisfy requirement 
of their degree.  The understanding for its inclusion was expressed by some of the pre-service 
teachers like Sara who reflected, “we should be proud of…our Aboriginal and Torres Strait 
Islander heritage in Australia and students need to learn that and understand that and that can 
be done through music”.  However, comments by others including the following by Lilly 
suggest that resistance among pre-service teachers to learning the content during their 
undergraduate studies does exist: 
I think in multicultural studies we got a bit of direction… but it was…very 
hard because the class that I went through in multicultural studies it was more 
an argument on who was right and wrong…so in that aspect I would have 
preferred to be in a different class than having a class that was filled 
with…confronting…views and…and people coming out with comments that 
were inappropriate, like Aboriginal studies should be banned from schools. 
(Lilly, 27 May 2014) 
 When thinking about planning and what content to integrate, the pre-service teachers’ 
thoughts frequently went to the area of music and art and the perception that these areas are 
more relevant to Aboriginal and Torres Strait Islander students and also representative of 
their culture.  Whether this is due to a lack of knowledge as suggested by O'Dowd (2010) was 
not established in the study. 
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The Beginner Teacher: A Mentor? 
 The findings of this study found that the role of the school, including location and 
student population was perceived as significant in relation to planning for the integration of 
Aboriginal and Torres Strait Islander content.  Although, of the perception that they are 
unprepared and perceive a lack of knowledge and ability to integrate the content.  The pre-
service teachers generally expressed a sense of not being too concerned due to the perception 
that the school, where they will work, as beginning teachers, will offer leadership, resources 
and the information that will be needed.  Despite more research needed to fully understand 
this position, this strong reliance on the school may reflect their identity as pre-service 
teachers, possibly past experiences or just a sense of optimism as beginning teachers. 
 It is natural for a beginning teacher to seek and also follow instruction from the school 
in many aspects of transitioning from pre-service teacher to beginning teacher (Hellsten et al., 
2009; Hudson, 2010).  However the Australian Curriculum as new curricular may be better 
known to the beginning teacher and as such the beginning teacher may have knowledge that 
can offer leadership and guidance to both the school and its community. Hellsten et al. (2009) 
referred to the reverence to a mentor regardless of a mentor’s expertise, and how it 
encouraged conformation to existing practices, and discouraged the implementation of new 
approaches to teaching and learning.  Hudson (2010), proposes that curriculum content learnt 
by the pre-service teacher but not modelled by a mentor or supported by the school can be 
overlooked as the pre-service teacher transitions to a beginning teacher.  The findings in this 
study support concerns expressed by Hart et al. (2012) that those empowered to deal with the 
curriculum and pedagogy at schools could result in pre-service teachers, as beginning 
teachers overlooking or being selective in relation to the curriculum content they teach. 
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 Reflection and link to Conclusion 
 The study findings generally supported existing literature however there were areas 
emerging from the findings and the data collection that warrant further research to possibly 
expand knowledge in this area of pedagogy.  The large amount of data collected in this study 
was both its strength and its weakness.  The data supported a deep analysis to furnish findings 
to address the research questions, but time constraints placed on this study as a requirement 
of an undergraduate honours program negated the opportunity to explore deeper the findings 
that emerged, particularly the important findings: 
 Aboriginal and Torres Strait Islander students are the perceived recipients and 
beneficiaries of the cross-curriculum content.  
 An apprehension about teaching the content founded on concerns that content 
delivered improperly or insensitively may offend Aboriginal and Torres Strait 
Islander students in the classroom. 
 The reverence attached to the school where they will work and the willingness to seek 
leadership and to conform to existing practices by pre-service teachers. 
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Chapter 6-Conclusion 
 This thesis presented a qualitative study that explored the perspectives of final year 
secondary pre-service teachers at Avondale College of Higher Education for the purpose of 
advancing knowledge in the field of education by gathering findings to respond to the 
following research questions: 
What are the perceptions of pre-service teachers about planning to integrate the cross-
curriculum content: Aboriginal and Torres Strait Islanders histories and cultures, into their 
learning areas? 
 How will their perception of relevance influence their planning? 
 What role do they perceive the school and students will have on their planning? 
 How do they perceive the knowledge and skills learned during their undergraduate 
studies have assisted their preparation? 
 This study was emergent and fundamentally interpretive.  Characteristic of the 
qualitative paradigm, this study was set in a natural setting and used multiple methods to 
collect and analyse data and respected the humanity of the participants.  The selected 
methodology gave a voice to the study participants whose perceptions were lived experiences 
unique to every individual.  Data collection and data analysis in this study would prove to be 
a lengthy process that required rigorous documentation and recording to support the 
credibility of the study.  Credibility implies dependability, authenticity and trustworthiness, 
this was attained through a triangulation of research methods, designed to capture multiple 
perspectives and by the use of constant comparison during the data analysis. 
 The central concept of the research questions is the Australian Curriculum’s cross 
curriculum content: Aboriginal and Torres Strait Islander histories and cultures, and the 
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planned integration of this content into learning areas from the perspective of final year 
secondary pre-service teachers.  In this study the perspective of the pre-service teachers was 
focussed from the point of future planning rather than current practice.  The findings showed 
that pre-service teachers perceived that Aboriginal and Torres Strait Islander students were 
the focus of the planned content integration and were also the recipients to any benefit 
applied to the integration of Aboriginal and Torres Strait Islanders Histories and Cultures 
content into their learning areas.  It was also the perception of pre-service teachers that the 
presence of Aboriginal and Torres Strait Islander students both in the classroom and in the 
school would influence their planning.  It was also the perception of pre-service teacher that 
they are not prepared to plan the integration of the cross-curriculum content: Aboriginal and 
Torres Strait Islander histories and cultures primarily due to a lack of content knowledge. 
 Concern about delivering the content incorrectly or insensitively and offending 
Aboriginal and Torres Strait Islander students guided pre-service teachers to include 
Aboriginal elders or individuals who identify as Aboriginal or Torres Strait Islander to teach 
the content in their planning. Overall the perception of pre-service teachers is that planning to 
integrate Aboriginal and Torres Strait Islander histories and cultures into their learning areas 
will be influenced by the school where they will be beginning teachers, and the population of 
Aboriginal and Torres Strait Islander students in their classroom. 
 A perceived lack of knowledge, little confidence in delivering the content, and the 
perception that the content is not relevant to all students, could see the content being 
overlooked by pre-service teachers as they transition from pre-service teachers to beginning 
teachers.  Pre-service teachers who start as beginning teachers at a school that does not attach 
importance in this curriculum content, due to an existing culture, policies, procedures or 
simply due to the attitude of the principal or staff, could through a natural reverence to the 
school choose not to integrate the content into their learning areas.  Deeper instruction during 
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undergraduate studies with a goal of increasing content knowledge and strategies to integrate 
the content could encourage pre-service teacher not to simply submit and conform to existing 
school practices, but have the confidence to implement the cross-curriculum into their 
learning area. 
Future Research Possibilities 
 The findings of the study generally supported existing literature in the area of 
education, particularly cross-curriculum integration. However ideas for further research did 
emerge from the study.  The perception that the cross-curriculum content: Aboriginal and 
Torres Strait Islander histories and cultures is primarily for the benefit of Aboriginal and 
Torres Strait Islander students is an area that warrants further research.  The findings of this 
study supports that this may be linked to pre-service teacher perceptions that undergraduate 
studies focus on Aboriginal and Torres Strait Islander education and not Aboriginal and 
Torres Strait Islander studies.  Although the pre-service teachers perceived they were 
unprepared by their undergraduate studies to integrate the content.  The findings revealed that 
their perceptions about planning the integration of the cross-curriculum content were actually 
closely linked to the knowledge that the mandatory unit of study covering Aboriginal and 
Torres Strait Islander histories and cultures prescribed. 
 The transition from pre-service teacher to beginning teacher involves a certain amount 
of reverence to the school where the beginning teacher is working.  To what extent however 
will this reverence influence beginning teachers as they implement the Australian Curriculum 
and its content including the three cross-curriculum priorities?  The pre-service teachers 
perceived the role of the school as significant as they considered the future planning for this 
content integration.  Therefore exploring the first year of a beginning teacher implementing 
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the Australian Curriculum is an opportunity for further research to expand knowledge in this 
area. 
Transferability 
 This study does not claim to generalise the findings to the population of pre-service 
teachers based on such a small sample.  The purpose of qualitative research is not to seek 
generalisations but rather to relate in some systematic manner the findings to the topic or 
phenomena that is the focus of the study to extend the existing knowledge by introducing 
new information, extending existing information or simply affirming existing knowledge 
(King & Horrocks, 2010; Patton, 2002). 
Study Limitations 
 The study generated a lot of data which was both the strength and the weakness of the 
study.  The amount of data supported the trustworthiness of the study.  The triangulation of 
multiple search methods and the thick description supported the authenticity of the findings.  
However insufficient time prohibited further investigation on ideas that emerged from the 
data collected and also from the analysis. 
 Unless a study is narrowly construed it is not possible to study all relevant 
circumstances, events or people intensively in depth (Marshall & Rossman, 2006).  This 
study was limited to a small sample of pre-service teachers from one private tertiary 
institution. To further generalise these findings future studies using a broader population is 
needed. 
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Recommendations for Practice and Concluding Comments 
The significance of this research study is in its timeliness and the contemporary nature 
of the subject matter. The findings may be interpreted by pre-service teachers or teacher 
educators to ascertain possible application to their setting and to their understanding of the 
incorporation of the priorities into learning areas as outlined by the Australian Curriculum, 
Assessment and Reporting Authority (Australian Curriculum Assessment and Reporting 
Authority, 2013a).  Personal and professional reflection was expressed by pre-service 
teachers through the data collection and full access to the study’s findings may enhance 
further their own understanding of the cross-curriculum priorities and how they plan to 
integrate them into their teaching.  Other education stakeholders may gain some benefit from 
applying the findings of the study to their own setting. 
 The pre-service teachers perceived that establishing the population of Aboriginal and 
Torres Strait Islander students both in the classroom and in the school where they work as 
beginning teachers was imperative to their planning for the integration of this cross-
curriculum content.  The understanding that relevance to the content principally targets and 
benefits Aboriginal and Torres Strait Islander students suggests a perception that the content 
focus is Aboriginal and Torres Strait Islander education and not Aboriginal and Torres Strait 
Islander studies. 
 The importance of teacher education resounded with me as I personally reflected on 
this study, in particular the findings and considered the voice of Aveling (2012b): “If teacher 
education faculties do not prepare students then we cannot expect teachers to teach 
Indigenous studies” (p. 111).  The opportunity to give a voice to the study participants was 
the primary reason for the choice of the qualitative paradigm.  Their voices have added to the 
existing knowledge in the area of education and also presented opportunities for further 
research.  I am grateful for the volunteers whose contribution enriched the study and 
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ultimately bought this research project to the pages of this report.  It is trusted that in 
providing a vessel for their voices to be heard that this area of pedagogical knowledge will 
grow and ultimately benefit in some way the profession and its stakeholders. 
Because once you understand it, it’s much easier to put it in, because you have 
the knowledge, you start looking for places to put it in. (Taylor, 29 May 2014) 
 
If you are not given the information, so if you don’t have the knowledge, how 
are you going to put that into your classroom? (Charlie, 20 May 2014) 
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